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Abstract
Askew, Angela Lashun. Ed.D. The University of Memphis. August, 2013. Elementary
School Teachers’ Perceptions of Leadership Behavior and Job Satisfaction.
Major Professor: Dr. Larry McNeal.
The purpose of this study was to gain a better understanding of the relationship
between elementary teachers’ perceptions of their principal’s leadership behavior and
how these perceptions relate to their job satisfaction. Perceptions were measured by the
Leadership Behavior Instrument and the Job Satisfaction Survey. The respondents for
the surveys worked in Southeast Tennessee and Northeast Mississippi. This study was
guided by the following four questions: 1) How do elementary teachers perceive the
leadership behavior of principals in the domains of human relations, trust/decision
making, instructional leadership, control, and conflict; 2) To what extent do elementary
teachers express satisfaction with their jobs in the domains of supervision, contingent
rewards, operating procedures, coworkers, nature of work, and communication; 3) What
is the relationship between elementary teachers’ perceptions of their leaders’ leadership
behaviors in the domains of human relations, trust/decision making, instructional
leadership, control, and conflict and their overall job satisfaction; and 4) Are there
differences in the extent of relationship between teachers’ perceptions of their leaders’
leadership behaviors in the five domains, and their overall job satisfaction by variables
such as level of education, amount of time at current school, and years of teaching
experience?
The results of this study indicated that there is a strong correlation between teachers’
perceptions of leadership behavior and their job satisfaction. The results of this study did
v

not find a significant correlation between job satisfaction and level of education, amount
of time at current school, and years of teaching experience.
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Chapter 1
Introduction
Teaching is arguably one of the most important professions in today’s society.
Additionally, teachers’ job satisfaction is a topic of extreme significance (National Center
for Education Statistics, 1997; Ololube, 2006). It is disturbing to find that many of
today’s teachers are dissatisfied with their jobs (Bishay, 1996). Although the percentage
of teachers dissatisfied with their job has dropped in the last 25 years there is still a
significant number of teachers left dissatisfied (Hanowar, 2007; Metropolitan Life, 2011).
A study done by the National Center for Education Statistics (1997) found that
administrative support and leadership, student behavior and school atmosphere, and
teacher autonomy are working conditions associated with teacher satisfaction; the more
favorable the working conditions were, the higher the satisfaction scores were (Alliance
for Excellent Education, 2005).
Teachers’ job satisfaction is connected to teacher turnover and attrition.
Approximately 30% of new teachers leave the classroom within three years and 40 to
50% leave within five years (Ingersoll, 2002). According to Ingersoll (2002), these high
levels of turnover have serious consequences for schools and the students they serve.
Ingersoll (1997) also reports that principals who face difficulties in locating sufficient
numbers of qualified job candidates “most commonly do three things: hire less-qualified
teachers, assign teachers trained in another field or grade level to teach in the
understaffed area, and make extensive use of substitute teachers” (p. 42).
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Although retirement and school staffing cutbacks cause some teachers to leave,
personal and family matters and job dissatisfaction are more frequently cited as reasons.
According to Ingersoll (2000, 2001), 42% of all departees report leaving for job
dissatisfaction or the desire to pursue a better job, another career, or better career
opportunities. Those who report leaving because of job dissatisfaction cite low salaries,
lack of support from school administration, lack of student motivation, student discipline
problems, and lack of teacher influence over decision making as factors influencing their
decisions.
According to Hardy (1999) and McEwan (2003), principal-teacher relationships
vary greatly among schools and even among teachers at the same school. This
phenomenon occurs because teachers who see principals as facilitators, supporters, and
reinforcers for the jointly determined school mission rather than as guiders, directors, and
leaders of their own personal agendas are far more likely to feel personally accountable
for student learning. This personal accountability for their students demonstrates the
teachers’ satisfaction with their responsibility. Teacher responsibility through job
satisfaction is primarily gained through the behaviors of the principal and the teachers’
perceptions of these behaviors (McEwan, 2003; Reeve, 2009).
There is a paucity of research on teachers’ perceptions of the leadership behaviors
of principals and teacher job satisfaction as it relates to those behaviors (Bulach, Booth,
& Pickett, 2006). There are definite behaviors that should be followed by the principal
of a school to ensure a positive environment where teacher morale and productivity or job
satisfaction is evident and exercised (Bulach et al., 2006). Leadership
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behaviors that encourage principals to create positive school cultures and learning
environments have often been the subject of investigation. Research has shown that a
principal’s method of administration, or leadership behaviors, affects the morale and
productivity of teachers in a school (Allan, Nevill, & Rhodes, 2004; Tintavee, 2010).
Furthermore, leadership behaviors that fall in five leadership domains have been found to
be effective measures that lead to job satisfaction. These domains are human/relations,
trust/decision making, instructional leadership, control, and conflict. Forty-nine actual
behaviors have been developed from these domains (Bulach et al, 2006). This study
examined the relationship between the leadership behaviors of principals and teacher job
satisfaction as it relates to those behaviors.
Background
Researchers have compared the teaching profession to a revolving door. (Prois,
2011; U.S. Department of Education, 2000). Researchers argue that school staffing
problems are caused not so much by an insufficient supply of qualified individuals, but
by “too many teachers leaving teaching” (Ingersoll, 1997, p.2). The No Child Left
Behind Act (U.S. Department of Education, 2001) has stimulated a national effort to find
highly qualified teachers for every classroom. No teacher supply strategy, however, will
ever keep classrooms staffed with quality teachers if the debilitating rate of teacher
attrition is not reversed (Prois, 2011; The National Commission on Teaching and
America's Future, 2002;). Turnover for teachers is significantly higher than for other
occupations. According to data from the National Center for Education Statistics for the
2008-2009 school year (2010), it is estimated that almost a third of America’s teachers
leave the field sometime during their first three years of teaching, and almost half leave
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after five years. In many low-income communities and rural areas, the rates of attrition
are even higher.
Working conditions, including professional teaching conditions, play a substantial
role in decisions to leave teaching in a particular school or district, and they contribute to
decisions to leave the profession altogether (The National Commission on Teaching and
America's Future and NCTAF State Partners, 2002; Andrew, 2009). National survey data
show that teachers’ plans to remain in teaching are highly sensitive to their perceptions of
their working conditions (Andrew, 2009; Darling-Hammond, 1997). The proportions of
teachers who report that they plan to remain in teaching as long as they are able are
strongly associated with how teachers feel about the administrative support, resources,
and teacher voice and influence over policy in their schools (Andrew, 2009; DarlingHammond, 1997).
According to Morgan and O’Leary (2004) “there is a growing body of evidence
that shows when teachers feel good about their work, pupil achievement improves and
teachers also feel good about their job.” (p.73). Research also indicates that teachers tend
to feel good about their work when principal behaviors are supportive of them (Bass &
Avolio, 1994). Praise by the principal provides teachers with an increased efficacy, selfesteem, and causes greater motivation (Blasé & Blasé, 1994).
Principal behaviors are manifested in their leadership style (Blake & Mouton,
1994; Brooke, 2011; Hershey & Blanchard, 1996). Teachers tend to feel good about their
work when the principal behaviors are supportive of them and if these behaviors do not
demonstrate support of teachers, they begin to experience low job satisfaction. For
example, Blake and Mouton (1994) maintain that the best leadership style for an effective
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organization is one where the leader has a high task and a high people orientation, a
collaborative leadership style. On the other hand Hershey and Blanchard (1996) maintain
that the most effective style varies according to the situation, the task, and the maturity of
the follower. Although the research has consistently demonstrated that there is a
relationship between principal leadership styles and teacher job satisfaction, more
emphasis needs to be placed on the behaviors that should be exhibited.
Statement of the Problem
The research is clear that principal actions create distinct work environments
within schools and these different types of environments are highly predictive of teacher
satisfaction (Anderman, 1991; Rowland, 2008). Each distinct environment evolves out of
the leadership style of the principal which is embedded with behaviors. These behaviors
can influence the teacher’s job satisfaction (Rhodes, Neville, & Allan, 2004; Rowland,
2008). If these behaviors do not demonstrate support of teachers, they begin to
experience low job satisfaction. This study investigated the leadership behaviors of
principals as perceived by teachers and its relationship to job satisfaction.
Research questions
This study was guided by the following four questions.
1. How do elementary teachers perceive the leadership behavior of principals in the
domains of human relations, trust/decision making, instructional leadership,
control, and conflict?
2. To what extent do elementary teachers express satisfaction with their jobs in the
domains of supervision, contingent rewards, operating procedures, coworkers,
nature of work, and communication?
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3. What is the relationship between elementary teachers’ perceptions of their
leaders’ leadership behaviors in the domains of human relations, trust/decision
making, instructional leadership, control, and conflict and their overall job
satisfaction?
4. Are there differences in the extent of relationship between teachers’ perceptions
of their leaders’ leadership behaviors in the five domains, and their overall job
satisfaction by variables such as level of education, amount of time at current
school, and years of teaching experience?
Purpose of the Study
The purpose of this study was to examine elementary teachers’ perceptions of the
leadership behaviors of their principal and the relationship this perception has to teacher
job satisfaction as well as the relationship of these perceptions with selected demographic
variables.
Definition of Terms
The following terms are relevant to this study and ensure clarity because they will
be used throughout this research.
1. Attrition- A component of teacher turnover (i.e. changes in teacher status from year to
year). Teacher turnover may include teachers exiting the profession but may also
include teachers who change fields or schools (Boe, Bobbitt, & Cook, 1993).
2. Communication- The process by which information is exchanged between
individuals. (www.merriam-webster.com, 2012).
3. Conflict- A state of opposition between ideas, interests, etc. (www.merriamwester.com, 2012).
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4. Contingent Rewards- Material incentives or punishments that vary directly with the
behavior being motivated (Dorman, 1996).
5. Control- To have direct influence over (www.merriam-webster.com, 2012).
6. Elementary School Principal- The educational leader or chief executive officer of an
assigned elementary school where he or she directs the instructional program,
supervises operation, organizes staff and student activities. For the sake of this
research an elementary school is one that houses kindergarten through fifth grade
classes (www. edjoin.org).
7. Human relations – The skill or ability to work effectively through and with other
people. Human relations includes a desire to understand others, their needs and
weaknesses, and their talents and abilities. (www.mcgraw-hill.com, 2012).
8. In-group- An inner circle group that the leader or principal often trusts and gives high
levels of responsibility to, decision influence and access to resources. This group
works harder, are more committed to task objectives, and share more administrative
duties. They are expected to be fully committed and loyal to their leader. (Graen &
Cashman, 1975).
9. Instructional Leadership- Setting the instructional tone and leading learning
communities; Setting clear goals, allocating resources to instruction, managing the
curriculum, monitoring lesson plans, and evaluating teachers (National Association of
Elementary School Principals, 2001).
10. Job Satisfaction-Job satisfaction is an affective reaction to an individual’s work
situation. It can be defined as an overall feeling about one’s job or career or in terms
of specific facets of the job or career (e.g., compensation, autonomy, coworkers) and
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it can be related to specific outcomes, such as productivity (Rice, Gentile, &
McFarlin, 1991).
11. Job Satisfaction Instrument- The JSS is a 36 item, nine facet scale. Each facet is
assessed with four items, and a total score is computed from all items. A summated
rating scale format is used, with six choices per item ranging from "strongly disagree"
to "strongly agree"

(Spector, 1997).

12. Job Satisfaction Survey-A survey that assesses employee attitudes about the job and
aspects of their job (Spector, 1997).
13. Leadership- A process by which a person influences others to accomplish a common
goal (Northouse, 2007).
14. Leadership Behavior- How a principal interacts with staff in the following five
leadership domains: human relations, trust/decision making, instructional leadership,
control, and conflict (Bulach et al., 2006).
15. Leadership Behavior Instrument- A survey instrument developed by the National
Council of the Professors of Educational Administration (NCPEA) that consists of
and measures 49 positive and negative behaviors exhibited by leaders (Bulach et al.,
2006).
16. Nature of work- The conditions or character of an individual’s workplace
(www.dictionaryreference.com).
17. Northwest Mississippi- Includes Tunica and Desoto counties in Mississippi
(www.mde.ms.us).
18. Operating procedures- A prescribed procedure to be followed routinely
(www.merriam-webster.com. 2012).
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19. Out-group- This group is not in the leader’s inner circle. This group is given low
levels of choice or influence because they have not gained the trust of the leader.
(Graen & Cashman, 1975).
20. Southwest Tennessee- Includes Shelby, Fayette, and Tipton counties in Tennessee
(www.digital-topo-maps.com/county-map/tennessee.shtml).
21. Supervision- Professional activities concerned with the development, maintenance,
and improvement of a school’s instructional program, especially its curriculum and
teaching personnel (www.dictionaryreference.com, 2012).
22. Teacher- An individual that, under the law, must hold a bachelor’s degree and pass a
rigorous core curriculum test for elementary and demonstrate competency in subject
areas in secondary by passing a test or by completing an academic major, graduate
degree, or comparable course work ( www.greatschools.org).
23. Teacher Satisfaction- The extent to which teachers are happy or motivated with their
position as teacher. Teachers that are satisfied with their jobs usually have improved
job performance and student achievement (Ololube, 2006).
24. Trust/decision making- Belief that an individual has the best intentions for you and
the organization (Tschannen-Morran, 2000).
Significance of Study
The findings from the research revealed relevant findings which may lead to a
significant decrease in the current elevated rate of teacher turnover and attrition as well as
increased efficiency in schools. In addition, the findings of the study can influence
discussions about how principals can create or destroy the environment for teacher job
satisfaction. Finally, the study can facilitate the development of professional
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development that focuses on principal leadership behaviors that enhance relationship
building skills. This study is significant to the field of education because it adds to the
increasing body of literature that is focused on the behaviors of school leaders and
teacher job satisfaction.
This research occurred prior to the Teacher Effectiveness Initiative. The Teacher
Effectiveness initiative is one that began in 2011 and continues in schools in Tennessee
as well as other states. The Teacher Effectiveness Initiative was created from a grant
that was received from the Gates Foundation. Receiving the grant represented a district
wide commitment to increase student achievement by ensuring effective and highly
qualified teachers are in every classroom (www.memphiseducationchampions.org). A
new evaluation system was created to ensure this. Because of the recent changes, some
results of this research may be skewed.
Conceptual Framework
Leaders can distinctly trust certain members of their teams more than others. The
perceptions of teachers about the trust that is given to certain team members can
sometimes be the root cause of job dissatisfaction of some teachers. The LeaderMember-Exchange Theory of Leadership concentrates on these relationships and how
they can occur.
The Leader-Member Exchange Theory of leadership, which focuses on the twoway relationship between supervisors and subordinates, aims to maximize organization
success by establishing positive interactions between the two (Truckenbrodt, 2000). Also
known as the LMX or Vertical Diad Linkage Theory, the Leader-Member Exchange
Theory examines how the relationships between a leader and various members can
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develop in unique ways. When followers join an organization, they either become part of
the leader’s in-group or part of the leader’s out-group.
In the Leadership Member Exchange Theory leaders treat subordinates differently at
varying degrees and levels contingent on whether the latter are part of the in-group (highquality relationship) or out-group (low-quality relationship) (Graen & Scandura, 1987).
The theory believes that leaders do not interact with subordinates uniformly (Graen &
Cashman, 1975) because supervisors have limited time and resources. The in-group is
usually made up of individuals that the leader trusts the most. Members of the in-group
are the individuals that go the extra mile to get something done quickly and correctly for
the leader (www.reflectionleadership.net). In return leaders usually exchange personal
and positional resources (inside information, influence in decision making, task
assignments, job latitude, support, and attention) in return for subordinate’s performance
on unstructured tasks (Graen & Cashman, 1975).The out-group is treated differently than
the in-group. The leader restricts their work to what is defined by their job description
because they are perceived to be less motivated or less competent to do more. Members
of the out-group tend to have less direct interaction with the leader (Deluga, 1998).
The Leader-Member Exchange Theory is unique because it is the only leadership
approach that makes the concept of the dyadic relationship the centerpiece of the
leadership process (Truckenbrodt, 2000). The in-group and out-group relationships start
very soon after a person joins a team and follows these three stages:
1. Role-taking: The member joins the team and the leader evaluates his or her
abilities and talents. Based on this, the leader may offer opportunities to
demonstrate capabilities.
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2. Role-making: In this phase, the leader and member may take part in an
unstructured and informal negotiation whereby a role is created for the member
and the unspoken promise of benefit and power in return for dedication and
loyalty takes place.
3. Routinization: In this phase, a pattern of ongoing social exchange between the
leader and the member becomes established. Being a successful or in-group
member usually includes being similar in many ways to the leader
(changingminds.org).
In this study the Leadership-Member Exchange theory serves as the reasoning behind the
perceptions of teachers. Just as the Leadership Member Exchange Theory has beliefs, this
theory also has assumptions.
Assumptions of the Study
The assumptions of this study were:
1. Members of the in-group are satisfied with their principal’s leadership behaviors.
These members will have higher job satisfaction scores.
2. Members of the out-group are not as satisfied with their principal’s leadership
behaviors. The members of this group may have lower job satisfaction scores.
Limitations of the Study
This study was limited to the following:
1. The study is limited to the responses of the elementary classroom teachers who
participate in the study.
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2. The study is limited by the accuracy of the responses of the elementary classroom
teachers. If all parts of the research tool are not completed, the response cannot
be documented.
3. The study is limited by the data collectible by research instrument.
Delimitations of the Study
The delimitations of this study are:
1. This study is limited to elementary classroom teachers in southeast Tennessee and
northwest Mississippi Public School Districts.
2. This study is limited to kindergarten through fifth grade classroom teachers.
3. This study is limited to teachers in rural or suburban districts.
4. This study will correlate certain demographics of teachers. These demographics
are tenured and non-tenured teachers, regular education and special education
teachers, and teachers that have been teaching less than and more than 5 years.
5. While this study will list factors teachers are not satisfied with their job it will fail
to consider all factors.
Organization of the Study
This study was organized into five chapters. Chapter 1 discussed the background
of research on leadership behaviors and the significance of teacher job satisfaction as it
related to perceptions of leadership behavior of school principals. The theoretical
framework that supported this area of study was also discussed. Chapter 2 provided a
review of the literature related to leadership behaviors, teacher job satisfaction, and
perceptions of teachers on the behaviors of their school leader. Chapter 3 identified the
methodology of the study that was used to answer the research questions. Sampling
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techniques, data collection, and analysis procedures was given in Chapter 4. Chapter 4
introduced the results of the analysis of the data as it related to the research questions.
Chapter 5 presented final discussion of the findings, conclusions, and implications that
result from this study along with implications of the study for future research and
practice.
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Chapter 2
Literature Review
Introduction
Current literature and research supports that developing and retaining a strong
teaching force is a critical issue in education (Jorissen, 2003). This chapter focused on
the literature surrounding “Elementary School Teachers’ Perceptions of Leadership
Behavior and Job Satisfaction.” The research in this chapter was broken up into four
different areas. These areas are:
Public School Teacher Attrition
Academic Achievement and Teacher Attrition
Leadership Behaviors and Teacher Attrition
Teacher Job Satisfaction
Public School Teacher Attrition
Employee turnover of any kind is important because of its link to the performance
and effectiveness of organizations (Ingersoll, 2001b). Researchers have found that a low
level of employee turnover is normal and efficacious in a well-managed organization.
Too little turnover of employees has been found to be tied to stagnancy in organizations.
On the other hand, a central finding is that high levels of employee turnover are both
cause and effect of dysfunction and low performance in organizations (Ingersoll, 2001b).
The presence of a sense of community among families, teachers, and students has long
been held by education researchers to be one of the most important indicators and aspects
of successful schools (Kirst, 1989). Hence from an organizational perspective, high
turnover of teachers from schools is of concern not simply because it may be an indicator
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of potential staffing problems, but because of its relationship to school performance.
(Ingersoll, 2001b).
According to a McKinsey study (2010) 14% of American teachers leave after only
one year and 46% quit before their fifth year. Because of this trend, educators are
looking for ways to increase the retention of teachers. A great deal of attention is
currently being paid to making schools better (Deal & Peterson, 2002). Policymakers
want to know why we cannot get schools to change more quickly and be more responsive
to students’ learning needs. The favored response has been to tighten up structures and
increase accountability, beef up curriculum standards, test student performance, and
provide rewards to schools that measure up and sanctions to those that fall short (Deal &
Peterson, 2002). In the short term, these solutions may pressure schools to change
peripheral practices and raise test scores. In the long term, such external demands will
never rival the power of cultural expectations, motivations, and values.
Teachers hold approximately 3.8 million, or about 4% of the available jobs in the
United States and within this statistic, as much as half of all new teachers leave education
within their first five years (Abdallah, 2009). Every school day, nearly a thousand
teachers leave the teaching field (Andrew, 2009). During the 2004-2005 school year
621,000, or almost 17%, of teachers left their position (Barnes, Crowe, & Schaefer,
2007). According to Barnes et al. (2007) the exit was exacerbated by new teachers being
placed in the hardest to staff schools situated in high-poverty, urban communities where
one-third to one-half of teachers also leave within their first five years (Barnes et al.,
2007). Research has shown it takes about three years to become a competent classroom
teacher (Haberman & Richards, 1990). When at least 30% of traditionally trained
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teachers leave the classroom by their third year, it means that many teachers leave the
profession about the same time they become effective professionals.
Retaining teachers once they enter the profession helps to keep classrooms filled
with qualified teachers (Thomas Fordham Foundation, 1999). Presently, we are not
retaining enough teachers that thought they were interested in a teaching career (Thomas
Fordham Foundation, 1999). If teachers stayed in classrooms, the demand for new
teachers would be reduced (Murnane, 1989).
The exit of teachers from the profession and the movement of teachers to better
schools are a costly phenomena, both for the students, who lose the value of being
taught by an experienced teacher, and to the schools and districts, which must
recruit and train their replacement. (Alliance for Excellent Education 1)
Teacher attrition also causes many schools to be staffed with a large number of less
qualified teachers at the beginning of each new school year (Futernick, 2007).
Additionally, the number of elementary school students in classes of 30 or more has
tripled in the last three years because of teacher attrition and budget cuts to public school
districts (Phillips, 2012). Using data from the New York’s Department of Education, the
report found that 31, 079 students in first through fifth grade were now in large classes,
compared to 9, 756 in the 2008-2009 school year (Phillips, 2012).
Attrition is defined as a component of teacher turnover or changes in teacher
status from year to year (Boe et al., 1993). Teacher turnover may include teachers exiting
the profession but may also include teachers who change fields or schools (Boe et al.,
1993). Many assume migration from one school to another is a less significant form of
turnover because it does not increase of decrease the overall supply of teachers, as do
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retirements and career changes, and thus does not contribute to overall systematic
changes (Ingersoll (b), 2011). Chronic attrition of any kind creates financial hardships for
districts, where scarce resources must be diverted to recruiting, hiring, and training
(Barnes et al., 2007). The U. S. Department of Labor estimates the national cost of
replacing teachers who have dropped out of the profession is $2.2 billion a year.
According to the Alliance for Excellent Education (2005) the cost of replacing
transferring public school teachers is about $4.9 billion every year. For individual states,
the cost ranges from $8.5 million to half a billion dollars. Costs associated with teacher
turnover in Chicago Public Schools are estimated between 76 and 128 million annually
(Barnes et al., 2007).
According to Guarino, Santibanez, and Daley (2006) attrition can either be
voluntary or involuntary. Individuals whose opportunity costs outweigh the rewards
gained from teaching are more likely to leave the teaching profession (Guarino et al.,
2006). Opportunities may induce some teachers to leave their current schools or districts
for others, creating school or district-specific attrition (Grissom, 2011). Involuntary
attrition occurs when there is no choice for the teacher. Among teachers who left teaching
in 2008-09, about 5.3% of public school teachers left after their contract was not renewed
(Reading Today, 2010). Involuntary attrition is occurring more frequently. According to
the Metlife Survey (2011), 66% of teachers experienced layoffs including 44% reporting
classroom teacher layoffs. Fifty-three percent also reported an increase in staff
reassignments. These statistics contribute even more to the level of teacher satisfaction.
Overall, the level of teacher job satisfaction is at its lowest in over 20 years. In
2011, 44% of teachers indicated they were satisfied with their jobs compared to 59% in
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2009 (Educated Reporter , 2012). Additionally, the percentage of teachers who said they
were likely to leave their jobs in the next five years jumped to 29% from 17% just two
years ago. (Educated Reporter 2). These statistics are not surprising to Kevin Welner, an
education professor at the University of Colorado, Boulder. Welner states “Teacher
bashing has been so undermining of the profession that it’s sapping the appeal out of the
career choice” (Huffington Post, 2012). Welner is speaking of numerous instances where
teachers have felt unappreciated and even targets. For example, thousands of teachers
were outraged over the firing of all teachers at a Central Falls, Rhode Island high school
and the fact that it was supported by the U.S. Secretary of Education, Arnie Duncan
(Huffington Post 1). Because of this, Duncan and the Obama administration have now
made it a point to increasingly praise the contribution of teachers and regularly advocate
increasing teacher pay (Huffington Post, 2012).
Ingersoll (2002) and Inman and Marlow (2004) revealed that job satisfaction
constitutes the reason offered by 50% of teachers who leave the profession. Also, Bobek
(2002) found that dissatisfaction explains why 50% of new teachers leave the teaching
profession with the first five years. After their first year of teaching, 11% of new teachers
leave; another 10% leave after the second year; 29% leave after the third year; and 39%
leave after the fourth year (Ingersoll & Smith, 2003). Sweeney (1981) reported that 90%
of teachers questioned in surveys reported feelings of stress and 95% indicated a need for
stress-management strategies. Additionally, the new teacher evaluation system has
annoyed some teachers. The teachers feel the system does not give an accurate reflection
of their performance in the classroom (Anderson, 2012).
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Since research has shown that large numbers of teachers are voluntarily leaving
the teaching profession, it is vital to understand why.
Many assume that retirement is the primary reason for teacher attrition, but when
the facts are examined closely, it becomes clear that the number of teachers
retiring from the profession is not a leading cause. In an analysis of teacher
turnover, teachers reported retirement as a reason for leaving less often than
because of job satisfaction or to pursue another job. (Alliance for Excellent
Education 1)
According to the Metlife Teacher Survey (2011), unhappier teachers had more students
coming to class hungry and had more families in need of help with basic social needs.
There was also a marked gap among the teachers as it related to the perceptions of their
peers about teaching effectiveness. “Among the unsatisfied teachers that rate was 68%,
compared with nearly 90% of the satisfied teachers” (Educated Reporter, 2).” These
percentages demonstrate that the teachers who perceived other teachers did not feel they
were effective in the classroom were the same teachers unsatisfied with their job.
Teachers within their first three years consistently rank classroom management
and student misbehavior as the most stressful, complex, and pressing issue they face and
a top reason for leaving their jobs (Ingersoll, 2001). Novice teachers attend more to
disruptive behavior, rely more on punitive discipline strategies, and struggle to monitor
simultaneous classroom events when compared to more experienced teachers (Sabers,
Cusing, & Berliner, 1991).
Inner-city school districts and poor rural areas tend to lose teachers due to the
difference in salary schedules (Darling-Hammond, 1997). Funding differences are cited
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as reasons for causing the teacher shortage in certain geographic areas (DarlingHammond, 1997). Salary increases, scholarships, loans, and stipends are some of the
ideas that have surfaced to help compensate for the lower salaries (U.S. Department of
Education, 2000). Similarly, stipends provided to teach inner-city schools and lowincome rural areas as a potential solution (Kirby & Grissmer, 1993). Teacher attrition
was not higher in socially disadvantaged schools, but poor behavioral climates can also
lead to greater attrition (Gruber, 2004). Stressors related to teaching in urban schools
include overcrowding, large class sizes, deteriorating conditions, and large numbers of
students with unmet learning and mental health needs (Atkins, 2011).
Wisniewski and Gargulo (1997) maintain that high attrition rates amongst
teachers can be attributed to job satisfaction. They concluded that a lack of recognition,
few opportunities for promotion, excessive paperwork, loss of autonomy, lack of
supplies, low pay, and stressful interpersonal interactions all contributed to teachers’
decisions to leave schools.
Recently, an article entitled “The Irreplaceables” (The New Teacher Project,
2012) has attributed some teacher attrition to highly effective teachers not receiving the
recognition they feel they deserve. Irreplaceables are teachers who are so successful they
are nearly impossible to replace, but who too often vanish from schools as the result of
neglect and inattention. Around 20% of teachers fall into the category “irreplaceable”
(The New Teacher Project, 2012). In this case, the teachers had a passion for their jobs
and demonstrated improvement but lack of recognition by the administration caused them
to seek opportunities elsewhere. According to The New Teacher Project (2012), turnover
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rates among Irreplaceables were 50% higher in schools with weak instructional cultures
(p.4).
Researchers have also documented several individual-level predictors of teacher
attrition. White teachers leave teaching sooner than Black teachers (Adams & Dial, 1996;
Heyns, 1988; Murnane et al., 1989; Theobold, 1989). Female teachers leave sooner than
male teachers (Adams & Dial, 1996; Heyns, 1988). Teachers with graduate degrees
seem to persist longer than other teachers (Adams & Dial, 1996; Metzke, 1988). Bishay
(1996) reported “Job satisfaction seems to increase with age and years” (p. 151). In a
study completed by Bishay (1996) he compared responses of teachers below the age of
45 with those above the age of 45 to the statements “I have good relations with most of
the faculty and “I perform a vital function in society” (p.150). These statements indicated
greater levels of agreement by older teachers. “Whether turnover results in migration or
attrition, chronic discontinuity in staffing at the school level can create organizational
instability, in that teacher who remain begin to view their workplace as undesirable and
can experience weak organizational commitment (Atkins et al., 2011). An additional
study completed by Johnsrud and Heck (1994) found that demographic variable and
perceptual variables about work life in the institution were significant in differentiating
those faculty members who stayed and those who left.
Both individual and contextual variables predicted leaving. Those faculty
members who left, both men and women, perceived different barriers to their
success than those who stayed. Individuals leaving and staying differed most
sharply according to their perceptions of quality of life, time pressure, and
administrative relations. (Johnsrud & Rosser, 2002, p. 521)
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Demographic variables will be focused on in this study along with leadership behaviors.
Results from this research may correlate with the LMX theory. A study completed in
2002 found that teachers that were considered to be a part of the in-group displayed more
job satisfaction than those that did not (Erdogan, Kraimer, & Liden, 2002).
This study is concentrated on the elementary level because “primary school
teaching is the single most important profession in the world. Elementary teachers pass
on knowledge and values to children, prepare them for further education, and for working
life and are main contributors to good education” (Donker, 2005, p.1). In a study on
third grade reading skills of students, it was found that children who were found to be
struggling in third grade are four times more likely to drop out of or not complete high
school as classmates who are proficient readers (Barron, 2011). Because the early
careers of children are so vital, it is extremely important to understand the reasons why
many of their teachers are leaving the profession that will help them to be successful
citizens.
Academic Achievement and Teacher Attrition
Teacher retention may affect student learning in several ways. First, in high
turnover schools, students may be more likely to have inexperienced teachers who are
less effective on average (Kane, Rockoff, & Staiger, 2006; Rivkin, Hanushek, & Kain,
2005; Rockoff, 2004). Second, high turnover creates instability in schools, making it
more difficult to have coherent instruction. This instability may be particularly
problematic in schools trying to implement reforms, as new teachers coming each year
are likely to repeat mistakes, rather than improve reform implementation. Third, high
turnover can be costly in that time and effort is needed to continuously recruit new
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teachers (Boyd, Grossman, Lankford, Loeb, & Wyckoff, 2009). Research completed
from a set of New York City test score data from 4th and 5th graders over an eight-year
period found that students taught from the same grade level at the same school did worse
in years where turnover rates were higher (Sawchuk, 2012). Satisfaction within teaching
is associated with teacher effectiveness, which ultimately affects student achievement
(Bull, 2005).
The need to reduce teacher attrition depends upon several factors, including the
typical gains in effectiveness teachers realize from their additional experience, how the
quality of entering cohorts of teachers differ from those who entered the profession
earlier, and how turnover affects the functioning of the school and, in turn, the
effectiveness of other teachers. A crucial factor is whether those teachers who leave
teaching are more or less effective than their peers who remain. Less effective teachers
tend to leave schools with high concentration of low achieving, minority students. This
raises the question of whether a degree of turnover might be beneficial (Sawchuk, 2012).
Hanushek , Kain, and Rivkin (2005) found that the teachers leaving schools in an
urban Texas district had lower student achievement gains on average than the teachers
who remained in the same school. This was true for those transferring within the district
as well as those leaving, with the differences in teacher effectiveness larger for teachers
making intra-district transfers following their second and third years of teaching.
Concurrent with this research reported, Goldhaber et al. (2007) also found that North
Carolina teachers who transferred and left teaching were less effective than those who
remain. Additionally, Guin (2004) studied 66 schools in a large urban district to look at
the relationship between school level turnover and the proportion of students meeting
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standards on statewide assessments in reading and math. The research found that schools
with high turnover also had lower achievement. These results are consistent with other
correlational evidence showing schools with more teacher turnover tend also to have
lower student achievement (Boyd et al, 2009). Teachers leave before they gain the
necessary experience to become effective. When they leave, low income schools have a
difficult time attracting new teachers and end up hiring inexperienced and less prepared
teachers (Darling-Hammond & Sykes, 2003).
In demonstrating that less effective teachers are more likely to leave than more
effective counterparts, the studies described suggest turnover may be beneficial. None of
these studies directly tested whether the teachers who filled vacancies in a given school
were more effective on average that those they replaced. Without knowing the
distribution and results, it is difficult to draw conclusions about the overall impact of
turnover. Recognizing this point, Hanushek and Rivkin (2010) did simulate the impact
where only “rookie” teachers replaced exiting ones and found no overall effect of
turnover on student achievement. The results of the Hanushek and Rivkin (2010)
simulation are an important challenge to the commonly held assumption that teacher
turnover harms student achievement, especially that of low performing, low income, and
non-white students.
Retention policies that differentiate between teachers based on their effectiveness
in improving that educational outcomes of students could be far more beneficial
than indiscriminant policies aimed at reducing teacher attrition across the board.
For example, eliminating first year teacher attrition could actually be detrimental
to student achievement. Even if we assume that leavers would be replaced by first
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year teachers who on average are less effective than second year teachers, that
extra year of experience does not offset the weak achievement gains of many of
the first year teachers who leave. (Boyd et al., 2009, 21)
However, others have suggested that turnover can have a broader organizational
influence that reaches beyond leaving teachers, replacement teachers, and their students
(Ronfeldt, Loe, & Wyckoff, 2012). “Where turnover is considered to have a disruptive
organizational influence, all members of a school community are vulnerable, including
staying teachers and their students. In such disruptive accounts of turnover, even when
leaving teachers are equally as effective as those who replace them, turnover can still
impact students’ achievement” (Ronfeldt et al., 2012, p.4). There exists substantial
evidence that staff cohesion and community are related to student engagement and
achievement. According to Guin (2004), any teacher turnover has a negative effect on
faculty interactions and school climate. According to Taylor and Tashakkori (1995),
aspects of school climate emerged as strong predictors of job satisfaction in a study
completed. Additionally, Hanselman, Grigg, Bruch, and Gamoran (2011), found that
teacher and principal turnover has a disruptive effect on the development and
maintenance of school resources (p. 27) – including staff collegiality, community, and
trust in a school. The quality of relationships (trust) between teachers and students
predicts student achievement. When teachers leave schools, previously held relations and
relational patterns are altered which leads to decreased student achievement (Byrk &
Sneider, 2002).
Instructional programs in schools are also affected by teacher attrition. Since staff
turnover presents challenges to the successful and coherent implementation of such
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instructional programs, student achievement may also be harmed (Guin, 2004). With
leaving teachers goes organizational knowledge that is important to the effective
implementation of the instructional programs. Moreover, with experienced teachers
leaving, students may be more likely to get inexperienced teachers who are less effective.
Newly hired teachers lack essential knowledge and skills to implement an unfamiliar
instructional program, so they must be brought up to speed before institutional progress
can be made (Ronfeldt et al., 2012).
Teacher turnover also has a substantial impact on the financial and human
resources in districts and schools as well. There are significant financial costs associated
with recruiting, hiring, and training new teachers (Barnes et al., 2007). This drains
resources that might otherwise be spent on program improvement or working conditions,
likely harming schools with historically underserved student populations the most
(Barnes et al., 2007; Darling-Hammond & Sykes, 2003). Underserved schools tend to
have more persistent turnover so suffer higher costs in keeping their classrooms staffed;
moreover, they tend to have fewer resources to begin with, making it more difficult to
absorb the cost of turnover or to invest in costly program improvements. Typically new
hires in underserved schools are less qualified so require substantially more remediation
and often leave before gaining necessary expertise (Darling-Hammond & Sykes, 2003).
The individuals that are usually charged with this training are called “stayers” or teachers
who remain at the school (Guinn, 2004).
Research indicates that stayers are also affected by teacher attrition. Because they
bear much of the responsibility for mentoring new teachers about school expectations and
programs, turnover impacts stayers directly (Guin, 2004). Stayers must carry more of the
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instructional burden and have less professional development resources available to them,
as available resources get used up on new hires (Ronfeldt et al., 2012). Consistent
turnover may then have a incapacitating effect on staying teachers and their students
because the previously held relationships and relational patterns are now altered (Guinn,
2004). The effects of teacher attrition are lasting and many times has a negative impact
on those left behind.
Leadership Behaviors and Teacher Attrition
Educators across the country are being buffeted by a perfect storm of ever
increasing expectations for student performance and a recession that depletes resources
both material and human (Bird, Murray, Wang, & Watson, 2012). It is more necessary
than ever for principals to develop relationships with their teachers that foster school
success. How principals and teachers manage to work together to support each other’s
efforts will be pivotal to their chances of success (Bird et al., 2012). Results of a study
showed there was a strong relationship between principal communication and job
satisfaction. This was especially true of feedback, rewards, and support (Whaley, 1994).
As schools continue to evolve and as shifts in demographics of populations
continue to occur nationally, there is a need and a call for different relationship
paradigms to assist in the proper guidance of those we place in the classrooms.
These new paradigms will be marked with servant leaders who empower as
opposed to delegate; builds trust rather than demands loyalty; and instead of just
hearing and leading from the head, seeks to understand and leads from the heart.
(Whaley, 1994, p 47)
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The position of principal began with the inception of public education. In the
beginning, principals were a phenomenon resulting from two forces: the drive for
universal public education and the evolution of specialization in teaching (Bouchard,
Cervone, Hayden, Riggins-Newby, & Zarlengo, 2002). In the 1700s and early 1800s,
policymakers came up with a plan to educate the masses of children that had no formal
education. Early schools had single teachers, or masters, who were answerable to the
local community- often through elected or appointed school boards- for what went on in
their classrooms. As schools became larger in the early 1800s, and grade levels were
established, the position of “principal teacher” was created. This person, almost always a
man, was a teacher who also carried out some clerical and administrative duties that kept
the school in order, such as assigning classes, conducting discipline, maintaining the
building, taking attendance, and ensuring that school began and ended on time. These
duties brought the principal teacher a degree of authority, as did his role in
communicating and answering to the district superintendent, who tended to govern local
schools from afar. As the century progressed, the principal teacher eventually lost his
teaching responsibilities and became primarily a manager. (Brown, 2005; Macneil &
Yelvington, 2005).
The principal’s role in today’s school is changing from that of a manager to that
of a manager and an instructional leader. No longer is simply managing a school well
enough, a principal must lead the school to reach its fullest potential (MacNeil &
Yelvington, 2005). Principals must now lead in a way that motivates and empowers
teachers. This motivation and empowerment comes from the manner in which a principal
leads a school. As stated by Madeline Hunter, an advocate of the power of the principal,
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“every orchestra plays better with different directors; actors act better with different
directors; teams become champions because of the ability of the coach to bring out the
very best in somebody (McCurdy, 1983, p. 72). Consequently, successful leadership and
accomplishments are not the result of a single person. Leaders foster teamwork and
encourage others to exceed their own expectations” (Kouzes & Posner, 2007). Principals
must put their best foot forward at all times in order to run a successful school.
According to Marzano, McNulty, and Waters (2003) the school principal’s role is
crucial in building school culture and motivating teachers. Parker (1984) studied the
work of principals in both public and private elementary school and determined
principals are a critical component of effective and successful implementation of school
programs. As a school’s instructional leader, the principal is not only responsible for
knowing effective pedagogy, a principal must also provide a good working environment
and meaningful staff development opportunities for teachers. Principals, as leaders, are
held accountable for whatever occurs in schools. If teachers are unhappy or unproductive,
the principal is blamed for not developing a positive climate and not focusing on morale.
If students are not learning, the principal is blamed for not ensuring an environment
conducive to learning (Parker, 1984). The principal is the key to influencing working
conditions by improving the school culture (Dean & Peterson, 2003). A large study of
how principal leadership can impact working conditions and increase teacher retention
found that good teachers want to work in high poverty schools where principals:
demonstrate strong risk taking leadership, build relationships, advocate for teachers,
include teachers in decision making, empower staff, build leadership capacity in the
school, provide opportunities for teachers to grow, be accessible to teachers, provide
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individual and team planning time, and ensure a mix of novice and expert teachers within
teams (Charlotte Advocates for Education, 2004). Another study concluded that
principal effectiveness is associated with greater teacher satisfaction and a lower
probability that the teacher leaves the school within a year. Moreover the positive impacts
of principal effectiveness on these teacher outcomes are even greater in disadvantaged
schools (Grissom, 2011). These studies correlate with the Leader Member Exchange,
LMX, Theory. Studies have also shown that a positive relationship exists between the
LMX theory and job satisfaction (Stringer, 2006). In the LMX Theory, the leader creates
a bond with certain subordinates (the in-group). This group of individuals is usually the
ones that experience the highest level of job satisfaction (Deluga, 1998).
There are numerous studies that have measured what behaviors should be
exhibited by principals. Wirt and Krug (1998) measured monitoring student progress,
defining mission, managing curriculum, supervising teaching, and promoting
instructional climate. Grunert (2005) measured collaborative leadership, teacher
collaboration, professional development, unity of purpose, collegial support, and learning
partnership. “While numerous instruments have been developed to evaluate leadership
behavior, these instruments are often of little benefit for principals who wish to improve
their leadership behavior” (Bulach et al., 2006). This study will examine 49 specific
behaviors in the areas of human relations, trust/decision making, instructional leadership,
control, and conflict. All of these areas of leadership behavior are important to the
success of any educational leader (Bulach et al., 2006).
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Human Relations
Leadership is all about relationships. There is a good leader behind every
successful task and the tool of every successful leader is good human relationships
(Khaki & Safdar, 2010). Relationships involve some level of interdependence between
two parties. In education the relationships between the principal and the teachers are
extremely important. “Without good relationships with teachers it is impossible for a
leader to achieve good academic results” (Muhammad, 2011, p.1). Research has shown
that when it comes to human relations, there is a need to decrease the use of negative
behaviors and increase the use of positive behaviors (Bulach et al., 2006).
Trust/Decision Making
Important consequences play out in the day to day social exchanges within a
school community. Recent research shows that trust among teachers, parents, and school
leaders improves much of the routine work of schools and is a key resource for reform
(Byrk & Schneider, 2003). A longitudinal analysis of successfully restructured schools
concluded that human resources such as openness to improvement and trust and respect
are more critical to the development of professional community that structural conditions
(Newman & Associates, 1996). Collective decision making with broad teacher buy-in, a
crucial ingredient for reform, occurs more readily in schools with strong relational trust
(Byrk & Schneider, 2003).
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Instructional Leadership
As instructional leaders, principals are responsible for selecting and cultivating a
teaching staff that is able to teach effectively. Being an instructional leader is the most
consistent leadership process found in academically high performing schools (Bulach et
al., 2006). “To be an effective instructional leader, the principal must understand the
instructional programs that the district has adopted well enough to actively guide teachers
in its implementation. He or she must be able to judge the quality of teaching in order to
select and maintain good teaching staff” (Fink & Resnick, 2013, p. 6).
Control
“One of the most misunderstood aspects of education administration is the
difference between leadership and control. True leadership requires humility, a
willingness to listen, to admit that others might know more about a given area or
situation, to acknowledge that one might actually be wrong on occasion. Control is
prideful and arrogant. It seeks to have its own way and make others conform to its
vision” (Jenkins, 2012). Bulach et al. (2006) found that one of the major complaints from
teachers is about principals who use “I” and “my” too frequently. “They communicate
the impression that they own the teachers and the building” (p. 6).
Conflict
School leaders devote a significant portion of their time to dealing with conflict.
Principals who look for the sources of these conflicts may find that many of them reside
in the principal’s own interpersonal behaviors (Johnson, 2003). Research completed by
Bulach et al. (2006) found that teachers sometimes do not feel supported by their
principal when they are wrong. The supervisory climate created by principals will
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improve if principals focus on the behavior that needs to be corrected instead of the
person (p. 6).
In addition to the changing of the principal’s role, the teacher’s role has also
changed. With an increase in accountability, expectations for teachers have changed
moving the focus from what the teacher is doing to what the students are learning. The
teacher is no longer expected to follow a set of structured criteria for teaching a lesson as
outlined in educational textbook; rather the teacher is expected to facilitate learning in the
classroom so that the students will grasp information and learn skills in order to perform
well on standardized exams. With this shift to higher accountability, teachers experience
greater pressure and demands. These pressures and demands can be very burdensome and
can cause teachers to have a lower morale or even to exit the profession (Hardy, 1999;
Tye & O’Brien, 2002).
It is important, then, to gather teacher’s perceptions of administrators who helped
them promote learning: in particular, to ascertain what administrator attributes and
behaviors teachers find helpful in their work to promote learning. Given all elements that
make up an effective administrator, an understanding of the organizational culture shapes
the administrator’s leadership performance (Blasé, 1994; Donaldson, 2001). However,
regardless of culture’s impact, the role of the leader is to provide the organization with
guidance and vision (Hanson, 1993). When teachers sense a lack of vision or guidance,
the leadership is ineffective (Rinehart, Eckley, Short, & Short, 1998), the organization
suffers (Hanson, 1993; Schlechty,1990; Sergiovanni, 1992), and the teachers are
unsuccessful (Tchannen-Moren, 2000). Teachers, in particular, depend on administrators
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to offer leadership and guidance and to use their management skills to provide a safe
learning environment (Blasé, 1994; Hanson, 1993).
Teachers that state they feel unsupported by their administrators because of lack
of support is a major cause of burnout and dissatisfaction. Teachers crave effective
principals who make an effort to become personally involved in supporting teachers.
Principals must create environments in which positive support is apparent (Mihans,
2008). Time and again, teachers indicate the need for constructive feedback from their
principals. Job satisfaction has been shown to increase when regular, supportive
feedback is a high priority for those in supervisory positions. In a study of 50 new K-12
teachers, participants who remained in the profession after three years overwhelmingly
indicated that receiving regular feedback was a major reason for their decision. In John
Maxwell's book, The 21 Indispensable Qualities of a Leaders, the fifth quality of
competence is becoming a person other's will want to follow. Without competence,
teacher effectiveness will wane and the opportunity to lead ceases to exist. Maxwell
(2007) stated "Competence goes beyond words. It's the leader's ability to say it, plan it,
and do it in such a way that others (your teachers) know that you know how- and know
that they want to follow you” (p. 30). Administrators also provide support by finding the
time and space for teachers to work together. Scheduling constraints during the school
day mean that teachers have little time to discuss teaching issues and student learning
among one another. These topics are crucial to a school's success. A principal can help to
retain teachers by creating school structures that promote integrated professional cultures
with time during the day for frequent exchanges of information and ideas across
experience levels (Mihans, 2008).

35

Christine Bellamy, a public school teacher stated, “People who advance to
become principals should know how important it is to engage with teachers. They
should be excellent communicators and should encourage this for their teachers
too…After all, principals teach teachers…They must be trustworthy people, and
they have to possess great integrity. Teaches make judgments about these things
all the time. Principals must do a lot of other thing well too, but most of all, it
they are missing these qualities, then they should not be leaders of a school. I just
don’t understand why there isn’t a way to judge these things, and then even if a
person talks a good game, it they can’t deliver, then they should be removed or
put into another type job. This is exactly why so many teachers leave. This job is
hard enough when conditions are good, but when you throw in all of these other
problems, it is no wonder that new teachers leave for good”. (as cited in Rumley,
2012, p. 84)
Principals have the power to influence many factors of a school. They have a myriad
of roles included in their job. One of the most important and influential is the effect the
principal has on the teachers of the school. Praise by the principal provides teachers
with an increased efficacy, self-esteem, and creates greater motivation (Rowland, 2008,
p.12). The Leadership Member Theory supports this behavior. Research published in
the Leadership Quarterly Journal (1995) showed that team members who have quality
relationships with their leader have higher morale, and are more productive than those
who don’t. The Leader Member Theory allows leaders to offer team members
opportunities for new roles and responsibilities. Team members that take advantage of
the given opportunities are considered to be a part of the in-group. Implications of

36

varying relationships such as all teachers or team members not being a part of the ingroup can lead to decreased job satisfaction (Deluga, 1998).
Principal- teacher relationships vary greatly among school and even among
teachers at the same school. Furthermore, those relationships affected student
achievement (Edgerson, Herrington, & Kristsonis, 2006). This phenomenon occurs
because teachers who see principals as facilitators, supporters, and reinforcers for the
jointly determined school mission rather than as guiders, directors, and leaders of their
own personal agenda are far more likely to feel personally accountable for student
learning (McEwan, 2003).
A successful education system is dependent upon a high quality teacher staff.
Teachers who experience success in high needs schools are likely to stay, therefore,
administrators and teachers must make certain that success becomes a part of their daily
routine (Alliance for Excellent Education, 2008b). A study completed on teachers
revealed that teachers preferred a principal who had concern for others, was an open
communicator, and believed in shared decision making. The principals perceived
themselves as possessing these qualities, the teachers perceived their behaviors
differently (Gallagher, 1984). Programs that will strengthen the relationship between
principals and their teachers, keep qualified teacher satisfied and retain teachers in the
profession will have positive influence over student outcomes (Sagor, 1992).
Teacher Job Satisfaction
The concept of job satisfaction has been widely defined by different people.
According to Locke (1979), job satisfaction is a pleasurable or positive emotional state
resulting from the appraisal of one’s job experiences. Job satisfaction as defined by Rice,
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et al. (1991) is an affective reaction to an individual’s work situation. Job satisfaction can
have a direct effect on specific outcomes such as productivity. Job satisfaction can
influence overall organizational functioning, the employee’s emotional well-being, their
treatment, and their cooperative behavior (Spector, 1997). Buitendach and deWitte
(2005) ascertain that job satisfaction relates to an individual’s perceptions and
evaluations of a job, and this perception is in turn influenced by their circumstances,
including needs, values, and expectation. Individuals therefore evaluate their jobs on the
basis of factors which they regard as being important to them (Sempane, Riegar, &
Roodt, 2002).
Job satisfaction among teachers can expressed as their willingness and
preparedness to stay in the teaching profession irrespective of the discomfort and the
desire to leave teaching for a better job (Bull, 2005). A teacher’s satisfaction with his or
her career may influence the quality and stability of instruction given to students.
Teachers who do not feel supported in their work may be less motivated to do their best
work in the classroom (Ashton & Webb, 1986; Ostroff, 1992). In contrast, highly
satisfied teachers are less likely to change schools or to leave the teaching profession
altogether than those who are dissatisfied with many areas of their work life (Choy et al.,
1993). When teachers leave a school it disrupts the environment and results in the shift
of valuable educational resources away from actual instruction towards costly staff
replacement efforts (National Center for Education Statistics, 1997). Teachers that are
satisfied with their jobs are also likely to be more enthusiastic to spend more time and
energy for educating students (Nguni, Denessen, & Sleegers, 2006).
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Job satisfaction is directly related to motivation. If teachers are not motivated to
want to do their jobs, they won’t. Motivation is usually broken down into two categories,
intrinsic and extrinsic. Teachers, like all professionals, require both intrinsic and
extrinsic rewards (Herzberg, 1964). Extrinsic rewards are rewards that surround a job
such as salaries, fringe benefits, and job security. Intrinsic rewards surround the job such
as self-respect, sense of accomplishment, and personal growth (Herzberg, 1984). Many
factors have been examined in an attempt to find what promotes teacher motivation. Pay
incentives, an extrinsic reward, have been found to be unsuccessful in increasing teacher
motivation (Sylvia & Hutchinson, 1985). The results of a study on 16 teachers found that
teacher motivation is based on the freedom to try new ideas, achievement of appropriate
responsibility levels and intrinsic work elements (Sylvia & Hutchinson, 1985). True job
satisfaction is derived from the gratification of higher-order needs, social relations,
esteem, and actualization rather than lower-order needs (Sylvia & Hutchinson, 1985).
Job satisfaction amongst teachers is critical to teacher retention and has been
shown to be a significant determinant of teacher commitment as well as a contributor to
school effectiveness (Shan, 1998). Organizations such as schools that have goals to
achieve require a satisfied and happy staff (Oshagbemi, 2000). The goal of preparing all
students to be successful citizens is a very strong and committed goal. Individuals that do
not mind putting forth the extra efforts are needed for this goal. Thus, individuals that are
satisfied with their jobs are needed.
For an individual to be truly happy with their jobs, certain needs must be met.
Abraham Maslow developed the Hierarchy of Needs model in the 1950s (Maslow, 1954).
This model remains valid today more than ever in the workplace, specifically the
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classroom. Maslow’s Hierarchy of Needs has five levels. Their titles and definitions are
as listed below.
1. Physiological Needs
These include the most basic needs that are vital to survival, such as the need for
water, air, food, and sleep. Maslow believed that these needs are the most basic and
instinctive needs in the hierarchy because all needs become secondary until these
physiological needs are met.
2. Security Needs
These include needs for safety and security. Security needs are important for
survival, but they are not as demanding as the physiological needs. Examples of
security needs include a desire for steady employment, health insurance, safe
neighborhoods, and shelter from the environment.
3. Social Needs
These include needs for belonging, love, and affection. Maslow considered these
needs to be less basic than physiological and security needs. Relationships such as
friendships, romantic attachments, and families help fulfill this need for
companionship and acceptance, as does involvement in social, community, or
religious groups.
4. Esteem Needs
After the first three needs have been satisfied, esteem needs becomes increasingly
important. These include the need for things that reflect on self-esteem, personal
worth, social recognition, and accomplishment.
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5. Self-actualizing Needs
This is the highest level of Maslow’s hierarchy of needs. Self-actualizing people are
self-aware, concerned with personal growth, less concerned with the opinions of
others, and interested fulfilling their potential.
According to Maslow (1954), only when the lower needs of physical and emotional
well-being are satisfied does the concern for the higher order needs of influence and
personal development come in. Sustainable success is built on a serious and
compassionate commitment to helping people identify, pursue and reach their own
personal unique potential. When people grow as people, they automatically become more
effective and valuable as employees (Rockoff, 2004). For workplace motivation, it is
important that leadership understands which needs are active for individual employee
motivation (Rockoff, 2004).
For various reasons many teachers become disillusioned or dissatisfied with the
profession ( Darling-Hammond, Loeb, & Luczak 2005; Ingersoll, 2001). It is the goal of
the elementary and secondary public school system in the United States to provide a
high-quality education to every student and so it is of vital importance that the major
reasons for the disillusionment and dissatisfaction are discovered (Guarino et al., 2006).
Some recent studies on teacher job satisfaction have indicated numerous reasons as to
why teachers are not satisfied. According to the Alliance of Education (2005), among
teacher who transferred schools, lack of planning time (65%), too heavy a workload
(60%), problematic student behavior (53%), and a lack of influence over school policy
(52%) were cited as common sources of dissatisfaction (p.2). Many of these reasons
reflect directly on the school’s leadership. Additionally the increased accountability that
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has been placed on teachers has created even more dissatisfaction among teachers
(Metlife, 2011).
A study completed in 2012 found that depression also plays a role in teacher job
satisfaction. (Ferguson, Frost, & Hall, 2012). In this study it was concluded that
workload and student behavior were significant predictors of depression in teachers in the
study. Workload, student behavior, and employment conditions were significant
predictors of anxiety. In addition, stress and depression had a significant and negative
impact on job satisfaction. Years of teaching experience was a significant and positive
predictor of job satisfaction. Anxiety, gender, grade level, and position were not
statistically significant predictors of teacher job satisfaction. Therefore, efforts made to
improve workload, student behavior, and employment conditions may lead to reduced
stress among teachers and thus lower levels of depression and anxiety (Ferguson et al.,
2012, p. 27). These efforts must come from the administrative head or the principal of the
school. Principals influence the culture of the school as well as the working patterns and
satisfaction of teachers (Edgerson et al., 2006).
The relationship between the school principal’s communication skills and their
effect on job satisfaction is extremely important. As an effective communicator, the
principal sets well-defined expectations for the school and conveys those expectations
openly and precisely (Marzano et al., 2005). “If the leader can’t navigate the people
through rough waters, he is liable to sink the ship” (Maxwell, 1998, p.39). Teachers want
to respect their principal’s knowledge of teaching and what is occurring in the school
(Smith & Piele, 2006).
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It is important for principals and various faculty groups, i.e., teachers, to work
together for mutual support. In addition, the manner in which faculty members work
together as a group significantly influences student outcomes in schools (Wheelan &
Kesserlring, 2005). Daily interpersonal interactions of a principal are necessary to garner
trust and support from teachers. In schools, this means that, instead of worrying
constantly about setting the direction and then engaging teachers and others, the leader
can focus more on removing obstacles, providing material and emotional support, taking
care of the management details, sharing knowledge, and identifying goals (Sergiovanni,
1992).
Conclusion
Excessive teacher turnover can be costly and detrimental to instructional cohesion
in schools (National Commission on Teaching and America’s Future, 2003). Without an
understanding of why teachers are not satisfied with their profession, this turnover will
continue to increase. Every school has a leader or principal. The relationship between
principal and teacher should be such that if the teacher fails so does the principal (Byrk &
Schneider, 2003). As stated by Bulach et al. (2006), “It is important that schools become
places where teachers are engaged in school reform or renewal efforts for improving the
schools and where supervisory support encourages the entire staff to model behaviors that
foster collegiality and a professional environment” (p.7). This study contributed to the
understanding of teacher job satisfaction by determining if there is a relationship between
teacher perceptions of their principal’s leadership behaviors and job satisfaction.
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Chapter 3
Research Methodology
Introduction
This chapter discussed the designs that were used to conduct the research for this
study as well as restate the problem and research questions guiding the study. The
chapter concludes with a summary.
Purpose of the Problem
According to the Alliance for Excellent Education (2005), “The exit of teachers
from the profession and the movement of teachers to better schools are a costly
phenomenon” (p. 1). There is a growing consensus among today’s educators that the
single most important factor in determining student performance is the quality of his or
her teacher (National Commission on Teaching and America’s Future, 2003). The
research questions of the study are:
1. How do elementary teachers perceive the leadership behavior of principals in the
domains of human relations, trust/decision making, instructional leadership,
control, and conflict?
2. To what extent do elementary teachers express satisfaction with their jobs in the
domains of supervision, contingent rewards, operating procedures, coworkers,
nature of work, and communication?
3. What is the relationship between elementary teachers’ perceptions of their
leaders’ leadership behaviors in the domains of human relations, trust/decision
making, instructional leadership, control, and conflict and their overall job
satisfaction?
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4. Are there differences in the extent of relationship between teachers’ perceptions
of their leaders’ leadership behaviors in the five domains, and their overall job
satisfaction by variables such as level of education, amount of time at current
school, and years of teaching experience?
Methodology
Quantitative research methods can be categorized as descriptive research,
correlational research, and experimental research (Houser, 2007). The quantitative
approach allows the researcher to accumulate data from the analysis of specific questions
that is unbiased (Creswell, 2008). In quantitative research the aim is to determine the
relationship between an independent variable and another variable usually called the
dependent variable (Hopkins, 2000). This approach also allows the researcher to correlate
data for the purpose of the research. Correlational research determines the relationship
between two or more variables. Data are gathered from multiple variables and
correlational statistical techniques are then applied to the data. After the important
variables have been determined, the relationships among those variables are then
investigated (Lichtman, 2006). Descriptive research determines the relationship between
one variable at a time. Data are gathered and descriptive statistics are then used to
analyze such data (Johnson & Christensen, 2008).
A quantitative design was used in this research. This type of design is useful for
this research because the researcher is attempting to determine the relationship between
teachers’ perceptions, the independent variable, and their job satisfaction, the dependent
variable. The teacher’s perceptions and the domains of job satisfaction will also be
correlated with selected demographics using the multiple regression statistical method.
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These selected demographic variables were level of education, amount of time at current
school, years of teaching, and special education and regular education teaching status.
The researcher determined that the correlational and descriptive approaches of the
quantitative design were appropriate for this study because single and multiple variable
relationships were to be determined as demonstrated in the research questions.
Population and Sample
The population for this study was elementary classroom teachers that teach
kindergarten through fifth grades from some public school districts in Southwest
Tennessee and Northwest Mississippi. This population was selected because elementary
school is the beginning of the academic careers of all students and this group of teachers
has the lowest turnaround rate (Ingersoll, 2011). This is an indication of job satisfaction.
Teachers that are satisfied with their jobs tend to be more stable and have increased
student achievement (Ingersoll, 2011).
The sample for this study was public classroom teachers who agreed to participate
in the study. These teachers were from Southwest Tennessee and Northwest Mississippi.
Substitute teachers or student teachers were not surveyed. Two sets of data were used.
First, the researcher used archival data from a survey given to elementary school teachers
from Southwest Tennessee and Northwest Mississippi at a regional teacher professional
development about teaching and learning in Northwest Mississippi. The survey data was
never analyzed. The archival data was collected using a convenience sampling approach
during the conference in the summer of 2011. One hundred teachers took the survey.
Permission was granted from Nero and Associates to use the survey data in this study
(see Appendix A). Second, the researcher collected additional 66 complete surveys from
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the same group. A total of 300 out of 3,500 teachers were invited to participate. The
additional data was collected using the convenience sampling method. Convenience
sampling is a non-probability sampling technique where subjects are selected because of
their convenient accessibility and proximity to the researcher (Fowler, 1984). Many
researchers prefer this sampling technique because it is fast, inexpensive, easy and the
subjects are readily available.
Instrumentation
The data for the archival data came from two survey instruments. First, the
Leadership Behavior Instrument (LBI) developed by the National Council of the
Professors of Educational Administration (NCPEA) (see appendix B) (Bulach et al.,
2006). This instrument surveys teachers’ perceptions of their principal’s leadership
behaviors. This survey instrument consists of 49 positive and negative behaviors that
measure how a principal interacts with staff in five leadership domains. These domains
are human relations, trust/decision making, instructional leadership, control, and conflict.
There are 13 questions for the human relations domain, 11 questions for the trust/decision
making domain, 10 questions for the instructional leadership domain, 7 questions for the
control domain, and 7 questions for the conflict domain.
The Leadership Behavior Instrument has an overall correlation coefficient of +.95
which means that is has high reliability. Reliability on each of the five domains ranges
from a high of +.86 to a low of +.81 as indicated in Table 1. The developers of this
instrument conclude that the survey can be used to measure a principal’s behavior as an
early indicator of what is happening to a school’s culture and climate and eventually
student achievement (Bulach et al., 2006).
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The job satisfaction survey that was used is The Job Satisfaction Survey (JSS)
(see appendix C) (http://shell.cas.usf.edu). This survey was developed by Paul E. Spector
in 1985 and copyrighted in 1994. Although the JSS was originally developed for use in
human service organizations, it is applicable to all organizations. The JSS is a 36-item, 9
facet scale used to assess employee attitudes about their job and their aspects of it. Each
facet is assessed with four items and a total score is computed from all items. A
summated rating scale format is used to score items, with six choices per item ranging
from "strongly disagree" to "strongly agree". Items are written in both directions, so
about half must be reverse scored. The nine facets of the JSS are Pay, Promotion,
Supervision, Fringe Benefits, Contingent Rewards (performance based rewards),
Operating Procedures (required rules and procedures), Coworkers, Nature of Work, and
Communication. Both surveys will be collecting demographic data. The data will include
information such as highest degree, how long the respondent has been at their school,
how many years the respondent has been teaching, ethnicity, and type of class the
respondent teaches. The Leadership Behavior Instrument and Job Satisfaction Survey
will be used in this study.
The following table shows internal consistency reliabilities (coefficient alpha) of
the Job Satisfaction Survey, based on a sample of 2,870.
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Table 1
Job Satisfaction Survey and Leadership Behavior Instrument Scale Reliabilities
________________________________________________________________________
Scale

Alpha

Description

Human Relations

.86 Interactions with staff

Trust/Decision Making

.84 Trustworthiness

Instructional Leadership .85 Instructional knowledge
Control

.83

Power of influence

Conflict

.81

Ability to influence

Supervision

.82

Immediate supervisor

Contingent Rewards

.76

Appreciation, recognition, and rewards for good work

Operating Procedures

.62 Operating policies and procedures

Coworkers

.60 People you work with

Nature of Work

.78 Job tasks themselves

Communication

.71 Communication within the organization
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Alignment tables showing the relationship between the researcher questions, domains,
and survey questions are shown in the following tables (Tables 2 and 3).

Table 2
Perceived Leadership Behavior
________________________________________________________________________
Domain

Research Questions

Human Relations

2, 3, 4, 5, 6, 8, 10, 11, 14, 19, 28, 31, 36

Trust/Decision Making

1, 9, 13, 16, 33, 43, 44, 45, 46, 47, 48

Instructional Leadership

12, 20, 21, 22, 26, 29, 39, 40, 41, 42

Control

7, 30, 32, 34, 35, 37, 38

Conflict

15, 17, 18, 23, 24, 25, 27
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Table 3
Perceived Job Satisfaction
________________________________________________________________________
Survey Domain

Behavior

Pay

Control

1, 10, 19, 28

Promotion

Control

2, 11, 20, 33

Supervision

Human Relations

3, 12, 21, 30

Fringe Benefits

Control

4, 13, 22, 29

Communication

Trust

9, 18, 26, 36

Contingent Rewards

Human Relations

5, 14, 23, 32

Operating Conditions

Domain Research Questions

Instructional Leadership

6, 15, 24, 31

Coworkers

Conflict

7, 16, 25, 34

Nature of Work

Conflict

8, 17, 27, 35

Communication

Trust

9, 18, 26, 36
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No physical, psychological, or social risks are associated with this study. All
participants’ responses were kept confidential and anonymous. No specific school district
names or names of participating individuals will be released in public material produced
as a result of this study. Names of none of the participants or their schools will be
identifiable. All forms will be given a code and these codes will be used when reporting
data.
Data Collection
After receiving permission from the Institutional Review Board of the University
of Memphis (Appendix D), the researcher emailed a letter outlining the purpose of the
study and the data that was to be collected to the attention of selected public school
district Superintendents and elementary school principals after Superintendent approval is
received. Once Superintendent and principal approval was received, the letter requesting
participation and directions to participate was emailed to teachers. Teachers that agreed
to participate in the study had 21 days to complete the survey. Email reminders were sent
after 14 days.
Evidence was gathered by placing the survey instrument on Survey Monkey.
Previously gathered survey data from the Blueprint for Learning conference held in July
of 2011 as well as the survey data that was collected from this research was analyzed to
determine if there is a relationship between the leadership behavior domains, job
satisfaction domains and selected teacher demographics. The survey data collected from
the summer conference was manually entered while the newly surveyed material was
analyzed once the participation date had expired.
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Data Analysis
Survey data was entered into an excel spreadsheet and then entered into SPSS.
Descriptive statistics will be used to report demographic data. Correlational statistics was
used to report data about how teachers’ perception of principals’ leadership behaviors and
how this perception correlates to the job satisfaction of these teachers. Data was also
correlated even further to show the perceptions of regular and special education teaching
status, tenured and non-tenured teacher status, and years of experience.
Summary
This chapter explains the methodology of collecting data for the researcher’s
study. The data obtained in this study helped to understand teachers’ perceptions of
principals’ leadership behaviors and how these perceptions related to teacher job
satisfaction. The educational field at large can thoroughly benefit from this information.
This information can lead to more stability in the teaching profession which will
eventually lead to increased student achievement. Chapter 4 will report the results of the
analysis of the data as it relates to the research questions. Chapter 5 will present final
discussion of the findings, conclusions, and implications that result from this study along
with implications of the study for future research and practice.
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Chapter 4
Research Findings
This chapter contains the findings and analysis of the research data. Data for this
study was gathered from elementary public school teachers in Southeast Tennessee and
Northwest Mississippi. A review of the research questions, a summary of methods and
survey tools, a description of participants, and a synthesis of findings from sources of
data are presented in previous chapters. The data that was collected enabled the
researcher to determine relationships between principal leadership behaviors and teacher
job satisfaction as they relate to demographics and domains of human relations,
trust/decision making, instructional leadership, control, and conflict. Other domain
determinations include job satisfaction domains of supervision, contingent rewards,
operating procedures, coworkers, nature of work, and communication. The research also
determined the extent of relationship between teachers’ perceptions of their leaders’
leadership behaviors in the five domains, and their overall job satisfaction by variables
such as level of education, amount of time at current school, years of teaching
experience, and special education and regular education teaching status.
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Research Questions
This study was guided by four research questions. They are:
1. How do elementary teachers perceive the leadership behavior of principals in the
domains of human relations, trust/decision making, instructional leadership, control, and
conflict?
2. To what extent do elementary teachers express satisfaction with their jobs in the domains
of supervision, contingent rewards, operating procedures, coworkers, nature of work, and
communication?
3. What is the relationship between elementary teachers’ perceptions of their leaders’
leadership behaviors in the domains of human relations, trust/decision making,
instructional leadership, control, and conflict and their overall job satisfaction?
4. Are there differences in the extent of relationship between teachers’ perceptions of their
leaders’ leadership behaviors in the five domains, and their overall job satisfaction by
variables such as level of education, amount of time at current school, and years of
teaching experience?
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Research Results
How do elementary teachers perceive the leadership behavior of principals in the
domains of human relations, trust/decision making, instructional leadership, control, and
conflict?
As shown in Table 4, complete data were obtained from 166 respondents. Of
these 166, over half were African American (57.2%), a little more than one-third were
White (37.3%), and the remainder were in other ethnic groups (5.4%). Most of the
teachers have a bachelor’s or master’s degree (88.5%), a little over a tenth have a
specialist degree (13.3%) and less than 5% have a doctorate or other type of degree
(4.2%). The results of teaching experience revealed that a little more than half of the
teachers had been at their current school 5 years or less (55.3%) and a little less than half
have up to 1 years of total teaching experience (46.4%). Over three-fourths of the
respondents were regular classroom teachers (80.7%), a little over one-tenth were special
education teachers (10.2%), and less than one-tenth taught both regular and special
education students (7.2%). Less than five percent of the respondents did not answer this
question (1.8%).
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Table 4
Demographic Characteristics of Sampled Teachers (N = 166)
____________________________________________________________
Characteristic

f

%

Level of Education
Bachelor's Degree
Master's Degree
Specialist's Degree
Doctorate Degree
Other (please specify)

49
88
22
3
4

29.5
53.0
13.3
1.8
2.4

Number of Years at Current School
Less than one year
One year but less than two years
2-5 years
6-10 years
11+ years

17
15
60
46
28

10.2
9.0
36.1
27.7
16.9

Years of Teaching Experience
First year
2-5 years
6-10 years
11-20 years
21+ years

10
28
39
63
26

6.0
16.9
23.5
38.0
15.7

Racial/Ethnic Identification
Black or African-American
White
Hispanic
Other group (please specify)

95
62
2
7

57.2
37.3
1.2
4.2

Classroom Teaching Status
Regular Classroom
Special Education Classroom
Both
Not Answered

134
17
12
3

80.7
10.2
7.2
1.8
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Provided in Tables 5 through 9, respectively, are the frequencies pertinent to the
thirteen items constituting the human relation scale, the 11 items constituting the
trust/decision making scale, the 10 items constituting the instructional leadership scale,
the seven items constituting the conflict scale, and the 7 items constituting the control
scale. For each of these five scales, means and standard deviations were computed based
on the item frequencies and these outcomes were compared using repeated measures
Analysis of Variance (ANOVA). The results of post hoc comparisons of the five scale
means are provided in Table 10.
As shown in Table 5, positive leadership behaviors cited indicate over 80% of
teachers either agree very much or moderately that the principal “demonstrates a caring
attitude” (80.1%), “provides positive reinforcement” (81.9%), and “interacts with faculty
and staff” (88.0%). About 95% of teachers reported their principal “calls them by name”
(94.6%). Only 55.4% of teachers feel “their principal involves them in decisions.” With
respect to the four negative leadership behaviors cited within the human relations scale,
over 75% of teachers either slightly or very much disagree with the reverse-scored items
that the principal “does not listen” (75.9%), “remains distant” (87.3%), “has not
supported them when parents are involved” (82.0%), and “tells them to make do with
what they have” (80.7%).
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Table 5
Percentages of Responses to Human Relations Items

Human Relations Item

Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much

02. My principal
demonstrates a caring
attitude.
03. My principal provides
positive reinforcement

1.2

3.6

15.1

24.1

56.0

1.8

2.4

13.9

27.1

54.8

04. My principal interacts
with faculty and staff.
*05. My principal remains
distant.
06. My principal calls me by
name.
08. My principal
compliments me.
*10. My principal does not
listen.
11. My principal uses eye
contact.
14. My principal practices
good communication
skills.

0.0

3.0

9.0

23.5

64.5

60.8

26.5

7.2

4.2

1.2

1.2

0.6

3.6

6.6

88.0

1.8

6.0

16.3

33.7

42.2

60.8

15.1

15.7

7.8

0.6

0.0

5.4

9.0

18.1

67.5

1.2

7.8

13.9

21.1

56.0

66.3

15.7

7.8

3.0

7.2

28. My principal remembers
what it is like to be a
teacher.

6.0

10.2

18.1

18.1

47.6

*31. My principal tells
teachers to make do with
what they have.

55.4

25.3

10.8

6.0

2.4

6.6

8.4

29.5

30.1

25.3

*19. My principal has not
supported me when
parents are involved.

36. My principal involves
me in decisions.
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As shown in Table 6, positive leadership behaviors cited within the trust/decision
making scale, 70.5% of teachers agree moderately or very much that their principal
“listens to both sides of the story before making a decision.” Additionally, 65.1% of
teachers agree moderately or very much that their principal “evaluates situations carefully
before taking action” along with 27.1% that agree slightly to this same statement. This
high percentage of agree slightly indicates that numerous teachers were neutral on this
statement. With respect to the negative behaviors cited within the trust/decision making
scale, over 75% of teachers either slightly or very much disagree with the reverse scored
items that their principal “displays a lack of trust” (78.3%), “corrects them in front of
others instead of privately” (81.3%), “gossips about other teachers or administrators”
(79.6%), “nit picks on evaluations” (81.9%), “implements the latest fads without
thorough knowledge” (77.8%), and “makes decisions as knee jerk reactions to an
incident” (78.9%). The lowest percentage of 49.4% was found in the statement “my
principal uses coercion to motivate me.”
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Table 6
Percentages of Responses to Trust/Decision Making Items

Trust/Decision Making Item

Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much

*01. My principal displays a
lack of trust.

66.3

12.0

15.7

3.0

3.0

*09. My principal uses
coercion to motivate me.

37.3

18.1

16.9

11.4

16.3

*13. My principal corrects me
in front of others instead
of privately.
*16. My principal gossips
about other teachers or
administrators.
*33. My principal “nit picks”
on evaluations.

60.8

20.5

12.0

3.6

3.0

64.5

15.1

13.9

3.6

3.0

61.4

20.5

12.7

3.0

2.4

*43. My principal makes
“snap judgments.”

48.8

24.1

16.3

6.0

4.8

44. My principal listens to
both sides of the story
before making a
decision.

4.2

8.4

16.9

21.1

49.4

*45. My principal implements
the latest fads without
thorough knowledge.

65.1

12.7

15.1

3.0

4.2

*46. My principal bases
evaluations on a short
observation.
47. My principal evaluates
situations carefully
before taking action.

51.8

19.3

17.5

10.8

.6

4.2

3.0

27.7

25.3

39.8

*48. My principal makes
decisions as “knee jerk”
reactions to an incident.

54.2

24.7

15.1

4.2

1.8
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As shown in Table 7, positive leadership behaviors in the instructional leadership
scale revealed that over 80% of teachers either agree moderately or very much that their
principal “provides feedback regarding their teaching (86.1%), “is knowledgeable about
the curriculum (87.4%), “is knowledgeable about instructional strategies (86.2%), and
“holds people accountable” (84.9%). Only 71.1% of teachers feel their principal “applies
procedures consistently.” With respect to the five negative leadership behaviors cited
within the instructional leadership scale, over 75% of teachers either slightly or very
much disagree with the reverse-scored items that the principal “demonstrates a lack of
vision” (91.0%), “shrugs off or devalues a problem or concern” (81.9%), “interrupts their
teaching” ( 91.0%), “fails to follow up (84.9%), and “had rules but does not always
enforce them (75.3%).
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Table 7
Percentages of Responses to Instructional Leadership Items

Instructional Leadership Item

12. My principal provides
feedback regarding my
teaching.
*20. My principal
demonstrates a lack of
vision.
21. My principal is
knowledgeable about the
curriculum.

Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much
0.6

3.0

10.2

25.9

60.2

74.7

16.3

6.6

1.2

1.2

0.0

0.6

12.0

17.5

69.9

22 My principal is
knowledgeable about
instructional strategies.

0.6

1.2

11.4

18.1

68.7

*26. My principal shrugs off
or devalues a problem or
concern.

59.6

22.3

12.7

4.8

0.6

*29. My principal frequently
interrupts my teaching.

69.9

21.1

7.2

1.2

0.6

39. My principal applies
procedures consistently.

4.2

7.2

16.9

27.1

44.6

40. My principal holds
people accountable.

1.2

3.0

10.8

23.5

61.4

*41. My principal fails to
follow up.

62.0

22.9

11.4

1.2

2.4

*42. My principal has rules,
but does not always
enforce them.

60.2

15.1

16.9

4.2

3.6
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As shown in Table 8, the one positive leadership behavior cited within control
scale 80.7% of teachers feel their principal “delegates responsibilities.” With respect to
the negative leadership behaviors citied in the control scale, over 75% of teachers either
slightly or very much disagree that their principal “assigns duty during planning periods”
(78.3), “expects paperwork to be done yesterday with no notice (75.3%),
“overemphasizes control (77.7%), “uses I and my too frequently (87.9%), and is “rigid
and inflexible (84.4%). The lowest percentage found in the scale was “my principal
assigns too much paperwork” (71.7%).
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Table 8
Percentages of Responses to Control Items

Control Item

Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much

07. My principal delegates
responsibilities.

1.2

6.0

12.0

27.7

53.0

*30. My principal assigns too
much paperwork.

38.0

33.7

18.1

5.4

4.8

*32. My principal assigns
duty during planning
periods.
*34. My principal expects
paperwork to be done
“yesterday” with no
notice.
*35. My principal
overemphasizes control.

51.8

26.5

10.2

7.2

4.2

54.2

21.1

17.5

2.4

4.8

56.0

21.7

12.7

6.0

3.6

*37. My principal uses the
words “I” and “my” too
frequently.

62.0

25.9

9.0

2.4

0.6

*38. My principal is rigid and
inflexible.

62.7

21.7

10.8

4.2

0.6
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As shown in Table 9, the two positive leadership behaviors cited within the
conflict scale, 72.9% of teachers either agree moderately or very much that their principal
is “able to keep a confidence” and 36.2% feel their principal “supports them as a person
even if they are wrong.” With respect to negative leadership behaviors in the conflict
scale, over 70% of teachers either slightly or very much disagree with the reverse-scored
items that the principal “has double standards” (70.4%), “ is afraid to question his/her
superiors (77.1%), and “passes the buck rather than dealing with a situation” (78.9%).
The lowest percentage of 62.7% was found in the scale item “my principal is partial to
influential parents.” This item also had an agree slightly rate of 22.3% which indicates
that these teachers were impartial to the statement.
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Table 9
Percentages of Responses to Conflict Items

Conflict Item

15. My principal is able to
keep a confidence.

Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much
2.4

5.4

19.3

21.7

51.2

*17. My principal shows
favoritism to some
teachers.

47.0

16.9

21.1

5.4

9.6

*18. My principal has double
standards.

58.4

12.0

20.5

5.4

3.6

*23. My principal is partial to
influential parents.

48.8

13.9

22.3

7.8

7.2

24. My principal supports
me as a person even if I
am wrong.

19.9

24.1

19.9

13.9

22.3

*25. My principal is afraid to
question his/her
superiors.

49.4

27.7

15.1

4.8

3.0

*27. My principal “passes the
buck” rather than dealing
with a situation.

62.0

16.9

15.7

3.0

2.4
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After means and standard deviations for the five scales comprising the leadership
behaviors instrument had been computed, the results of a Repeated Measures Analysis of
Variance (ANOVA) suggested that the comparative size of these means differed in a
statistically significant manner. (l = .437, F (4, 162) = 36.36, p < .001). Using the
Bonferroni procedure to correct for the number of comparisons being made, the results
indicated that the mean observed for the instructional leadership scale (M = 4.41) was
significantly higher than those observed for the other four scales, while the mean
observed for the conflict scale was significantly lower than those observed for the other
four scales (M = 3.93). Also found to be significantly different was the mean observed for
the human relations scale (M= 4.26) compared to that observed for the trust/decision
making scale (M = 4.14). However, no such outcome was observed when other
comparisons between scale means were conducted (see Table 10).
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Table 10
Means and Standard Deviations for Five Leadership Behavior Scales

Scale

M

SD

Contrasts

Human Relations (HR)

4.26

0.70

> TR, CF; < IL

Trust/Decision Making (TR)

4.14

0.66

< HR, IL; > CF

Instructional Leadership (IL)

4.41

0.64

> HR, TR, CN, CF

Control (CN)

4.23

0.72

< IL; > CF

Conflict (CF)

3.93

0.88

< HR, TR, IL, CN

5.0
4.5

4.26

4.41
4.23

4.14

3.93

4.0
3.5
3.0
2.5
2.0
1.5
1.0
Human
Trust/Decision Instructional Control (CN)
Relations (HR) Making (TR) Leadership (IL)
Figure 1. Graph of Five Leadership Behavior Means
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Conflict (CF)

To what extent do elementary teachers express satisfaction with their jobs in the domains
of supervision, contingent rewards, operating conditions, coworkers, nature of work, and
communication?
Provided in Tables 11 through 13, respectively, are the frequencies pertinent to
the four items constituting the supervision scale, the four items constituting the
contingent rewards scale, the four items constituting the operating conditions scale, the
four items constituting the coworkers scale, the four items constituting the nature of work
scale, and the four items for the communications scale. For each of these six scales,
means and standard deviations were computed based on the item frequencies and these
outcomes were compared using a repeated measures Analysis of Variance (ANOVA).
The results of post hoc comparisons of the five scale means are provided in Table 14.
As shown in Table 11, teacher responses to the two positively-worded and two
negatively-worded statements constituting the supervision scale indicate a high level of
satisfaction with the principal's manner of oversight. With respect to the positivelyworded statements, over 75% of the teacher respondents either moderately or very much
agreed that "the supervisor is quite competent in doing his/her job" (78.9%) and "they
like their supervisor" (77.7%). With respect to the negatively-worded items, over 65% of
the teachers respondents either slightly or very much disagreed that "their supervisor is
unfair to them" (81.4%) and "and shows too little interest in the feelings of subordinates"
(68.1%).
Teacher responses to the one positively-worded and three negatively- worded
statements constituting the contingent rewards scale indicate that 51.2% of teachers feel
they receive recognition for doing a good job. With respect to the negatively-worded
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statements, it was found that teachers have different levels of satisfaction about their
principal’s leadership behavior. According to the scale, 61.4% of teachers feel that the
work they do is appreciated, 38.0% of teachers feel there are few rewards for those who
work at their location, and 41.0% don’t feel their efforts are rewarded the way they
should be.
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Table 11
Percentages of Responses to Supervision and Contingent Rewards Items
Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much

Item

Supervision Scale
03. My supervisor is
quite competent in
doing his/her job.

1.2

2.4

17.5

24.1

54.8

*12.

My supervisor is
unfair to me.

65.7

15.7

14.5

3.0

1.2

*21.

My supervisor
shows too little
interest in the
feelings of
subordinates.

49.4

18.7

16.9

9.0

6.0

30. I like my supervisor.

0.6

6.0

15.7

24.1

53.6

Contingent Rewards Scale
05. When I do a good
job, I receive the
recognition for it that
I should receive.

10.2

12.0

26.5

24.1

27.1

*14. I do not feel that the
work I do is
appreciated.

28.3

33.1

19.3

14.5

4.8

*23.

14.5

23.5

36.7

12.0

13.3

19.3

21.7

25.9

18.7

14.5

There are few
rewards for those
who work here.

*32. I don't feel my efforts
are rewarded the way
they should be.
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As shown in Table 12, teacher responses to the one positively-worded statement
and three negatively-worded statements constituting the operating conditions scale
indicate a minimal level of satisfaction with working circumstances. With respect to the
positively-worded item, about a fourth of teachers feel “their efforts to do a good job are
seldom blocked by red tape” (26.5%). Over 45% either slightly or very much disagree
with this statement (47.6%). With respect to negatively-worded statements cited within
the operating conditions scale, over 45% of teachers either slightly or very much disagree
with the statement “many of our rules and procedures make doing a good job difficult”
(48.2%). Around 20% of teachers either slightly or very much disagree that they “have
too much to do at work” (20.5%) and “have too much paperwork” (19.9%). Over 45% of
teachers agree moderately or very much agree that they “have too much to do at work”
(45.8%) and “have too much paperwork” (48.2).
Teacher responses to the two positively-worded and two negatively-worded
statements constituting the coworkers scale in Table 12 indicate a high level of
satisfaction with colleagues. With respect to the positively-worded statements, over 75%
of teachers “like the people they work with” (84.3%) and “enjoy their coworkers
(79.5%). With respect to the negatively-worded statements, over 60% of teachers either
slightly or very much disagree that “they have to work harder at their job because of the
incompetence of people they work with” (64.4%) and that “there is too much bickering
and fighting at work” (71.1%).
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Table 12
Percentages of Responses to Operating Conditions and Coworkers Items
Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much

Item

Operating Conditions Scale
*06.

Many of our rules
and procedures make
doing a good job
difficult.
15. My efforts to do a
good job are seldom
blocked by red tape.

24.7

23.5

26.5

12.7

12.7

18.1

29.5

25.9

15.7

10.8

*24. I have too much to
do at work.

5.4

15.1

33.7

24.7

21.1

*31. I have too much
paperwork.

3.6

16.3

31.9

22.9

25.3

Coworkers Scale
07. I like the people I
work with.
*16. I find I have to work
harder at my job
because of the
incompetence of
people I work with.
25. I enjoy my
coworkers.
*34. There is too much
bickering and
fighting at work.

1.2

0.6

13.9

27.7

56.6

37.3

27.1

25.3

6.0

4.2

0.0

1.2

19.3

31.3

48.2

45.2

25.9

20.5

7.2

1.2
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As shown in Table 13, teacher responses to the three positively-worded and one
negatively-worded constituting the nature of work scale indicate a high level of
satisfaction with their job. With respect to the positively-worded statements, over 70% of
teachers either agree moderately or very much that “they like doing the things they do at
work” (79.0%), “feel a sense of pride in doing their job” (81.8%), and that “their job is
enjoyable” (70.5%). In regards to the negatively-worded statement, 69.9% of teachers
disagree slightly or very much that “they sometimes feel their job is meaningless.”
Teacher responses to the one positively-worded and three negatively-worded
statements found within the communication scale in Table 13 indicate a high level of
satisfaction. With respect to the positively-worded statement, 54.8% of teachers feel that
communications seem good within their organization.” With regard to the negativelyworded items, around 60% of teachers either slightly or very much disagree that “the
goals of the organization are not clear to them” (77.7%), “often feel that they do not
know what is going on with the organization” (59.0%), and “work assignments are not
fully explained” (67.5%).
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Table 13
Percentages of Responses to Nature of Work and Communication Items

Disagree
Agree
Disagree Agree
Agree
Very
Very
Slightly Slightly Moderately
Much
Much

Item

Nature of Work Scale
*08. I sometimes feel my
job is meaningless.

56.6

13.3

20.5

6.0

3.6

17. I like doing the
things I do at work.
27. I feel a sense of pride
in doing my job.

0.6

5.4

15.1

38.0

41.0

1.2

3.0

13.9

21.1

60.8

35. My job is enjoyable.

1.2

3.6

24.7

27.1

43.4

Communication Scale
09. Communications
seem good within
this organization.

9.0

10.2

25.9

26.5

28.3

*18.

The goals of this
organization are not
clear to me.

56.0

21.7

16.9

2.4

3.0

*26.

I often feel that I do
not know what is
going on with the
organization.

27.1

31.9

21.7

9.0

10.2

44.6

22.9

20.5

7.8

4.2

*36. Work assignments
are not fully
explained.
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After means and standard deviations for the six scales taken from the satisfaction
instrument had been computed, the results of a Repeated Measures Analysis of Variance
(ANOVA) suggested that the comparative size of these means differed in a statistically
significant manner. ( = .253, F (5, 161) = 95.03, p < .001). Using the Bonferroni
procedure to correct for the number of comparisons being made between pairs of means,
the results indicated that the mean observed for supervision (M = 4.23) was higher than
those observed for the other five scales, while the mean for the operating conditions
(M = 2.79) was significantly lower than those observed for the other five scales. Also
found to be significantly different was the mean observed for the contingent reward scale
(M = 3.34) was lower than all other means except for operating conditions. Also the
mean for the communication scale (M = 3.83) was lower than the mean for supervision
(M = 4.23), nature of work (M = 4.18), and coworkers (M = 4.15). However, no such
difference was observed with the other scale means (see Table 14).
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Table 14
Means and Standard Deviations for Six Job Satisfaction Scales and Total Score
Scale

M

SD

Contrasts

Supervision (SUP)

4.23

0.72

> REW, OPR, COM

Contingent Rewards (REW)

3.34

0.90

< SUP, COW, WRK, COM; >
OPR

Operating Conditions (OPR)

2.79

0.73

< SUP, REW, COW, WRK, COM

Coworkers (COW)

4.15

0.72

> REW, OPR, COM

Nature of Work (WRK)

4.18

0.72

> REW, OPR, COM

Communication (COM)

3.83

0.84

< SUP, COW, WRK; > OPR

Total Satisfaction Score

3.75

0.57

5.0
4.5

4.23

4.15

3.83

4.0
3.5
3.0

4.18

3.34
2.79

2.5
2.0
1.5
1.0

Figure 2. Graph of Six Job Satisfaction Scale Means
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What is the relationship between elementary teachers’ perceptions of their leaders’
leadership behaviors in the domains of human relations, trust/decision making,
instructional leadership, control, and their overall job satisfaction?
As shown in Table 15, Pearson Product Moment Correlations were conducted
between the five Leadership Behavior Scales and the Total Satisfaction Score. All 5
correlations were significantly related to total satisfaction with the highest correlations
found in the human relations scale ( = .66), control scale ( = .64), and instructional
leadership scale ( = .63). The results of the scales suggest an extremely high correlation
between principals’ leadership behaviors and total job satisfaction of teachers.

Table 15
Correlations among Leadership Behavior Scale Means and Total Satisfaction Score
Scale

1. Human Relations
2. Trust/Decision Making

1

2

3

4

5

6

0.91

.773**

.834**

.816**

.778**

.661**

0.82

.766**

.811**

.746**

.584**

0.90

.757**

.776**

.626**

0.83

.738**

.636**

0.85

.588**

3. Instructional Leadership
4. Control
5. Conflict
6. Total Satisfaction

0.88

Note. Coefficient Alpha Statistics are provided on the diagonal.
**p < .01 (two-tailed).
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As shown in Table 16, a multiple regression was conducted on total job
satisfaction using the five leadership behavior scales means as predictors. In this
regression, only human relations and control regressed significantly on total satisfaction.
The remainder of the means did not regress significantly. It is surmised that human
relations regressed significantly compared to the others because it was the longest scale.
Control regressed significantly compared to the others because it was the most negative
when compared to the other scales.
Table 16
Regression Summary for Five Leadership Behavior Scales on Total Job Satisfaction

Scale

B

SEB

t

p=

Human Relations

.230

.102

.281

2.25

.026

Trust/Decision Making

.006

.095

.007

0.06

.952

Instructional Leadership

.139

.103

.155

1.35

.178

Control

.183

.092

.229

2.00

.048

Conflict

.049

.067

.075

0.74

.463

Note. R2 = .48
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Are there differences in the extent of relationship between teachers’ perceptions of their
leaders’ behaviors in the five domains, and their overall job satisfaction by variables such
as level of education, amount of time at current school, and years of teaching experience?
As shown in Table 17, all groups correlated significantly between the variables
with satisfaction. There is a consistent relationship of .6 or higher across all scale means
in satisfaction by educational level, years at current school, and total teaching experience.
However, when the correlations are compared using the Fischer r to z Transformation,
there is no significant difference in the strength of correlations across the five scales by
the variables of educational level, amount of time at current school, and years of
experience. In short the demographic levels do not mediate the relationship between the
respondents’ perceptions of leadership behavior and satisfaction. For example, people
with high educational levels (masters or above) responded about the same as people with
lower educational levels (bachelors), people with more years at their current school (more
than 5 years) responded about the same as people with less years at their current school (1
to 5 years), and people with more teaching experience (more than 10 years) responded
about the same as people with less years of experience (less than 10 years).
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Table 17
Subgroup Correlations among Leadership Behavior Scale Means and Total Satisfaction

Scale

r1

r2

Z

p=

Educational Level:
Bachelors (n = 49)/Masters or Above (n = 177)
1. Human Relations

.676**

.674**

0.02

0.984

**

**

0.56

0.576

2. Trust/Decision Making

.640

.579

3. Instructional Leadership

.624**

.645**

-0.20

0.842

**

.609

**

1.24

0.215

.585

**

0.22

0.826

4. Control

.728

**

5. Conflict

.610

Years at Current School:
1 to 5 (n =92)/6 or more (n = 74)
1. Human Relations
2. Trust/Decision Making

.663**

.673**

-0.11

0.912

**

.519

**

1.11

0.267

**

0.80

0.424

.636

**

3. Instructional Leadership

.659

.581

4. Control

.687**

.571**

1.21

0.226

**

**

-0.12

0.905

5. Conflict

.584

.596

Total Years of Experience:
1 to 10 (n = 77)/More than 10 (n =89)
1. Human Relations

.686**

.661**

0.29

0.772

2. Trust/Decision Making

.594**

.591**

0.03

0.976

**

.617

**

0.27

0.787

**

-0.09

0.928

0.88

0.379

3. Instructional Leadership

.643

**

4. Control

.635

.643

5. Conflict

.649**

.561**

**p < .01.
82

Chapter 5
Discussion, Implications, and Recommendations
This chapter provides conclusions drawn from the research and reviews the
purpose as well as a summary of the researcher’s findings. Four research questions
guided this study. They are listed. The chapter concludes with the practical implications
of the findings and recommendations for future research.
Review of Purpose of Research
The purpose of this study was to determine elementary teachers’ perceptions of
leadership behaviors and job satisfaction. This research focused on public school teacher
retention, academic achievement and teacher retention, leadership behaviors and teacher
retention, and teacher job satisfaction. Research has shown a high number of teachers are
leaving the profession within the first five years. Although numerous reasons have been
found to contribute to these departures, one major reason indicated is that of the behavior
of the school principal. A (2012) study completed by TNTP indicates that the nation’s 50
largest school districts lose approximately 10,000 high performing teachers every year.
According to this study, teachers that are considered to be Irreplaceable stated that
principals don’t try particularly hard to keep them (2012). In fact 3 of 4 high performing
teachers with plans to leave their schools say they would stay if their top reason for
leaving improved. The top reasons given in this study were feedback and development,
recognition, responsibility, and resources (p. 16). As indicated throughout this research,
principal leadership and support of all teachers influence commitment to the teaching
profession. Dissatisfied teachers identified lackluster support from school administrators
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and lack of teacher participation in problem-solving and decision making as major factors
influencing their departure from the profession (Ingersoll, 2011).
The results of this study identified various leadership behaviors that are needed to
improve the teacher perception and job satisfaction. The following research questions
guided the study. The answers to these questions will be discussed in this chapter.
1.

How do elementary teachers perceive the leadership behavior of principals in the
domains of human relations, trust/decision making, instructional leadership,
control, and conflict?

2. To what extent do elementary teachers express satisfaction with their jobs in the
domains of supervision, contingent rewards, operating procedures, coworkers,
nature of work, and communication?
3. What is the relationship between elementary teachers’ perceptions of their
leaders’ leadership behaviors in the domains of human relations, trust/decision
making, instructional leadership, control, and conflict and their overall job
satisfaction?
4. Are there differences in the extent of relationship between teachers’ perceptions
of their leaders’ leadership behaviors in the five domains, and their overall job
satisfaction by variables such as level of education, amount of time at current
school, and years of teaching experience?
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Summary of Findings
Survey Response Rates
A total of 166 elementary school teachers responded to the Leadership Behavior
Instrument and Job Satisfaction Surveys. Most respondents answered all questions on the
surveys. Results will show that school leaders have a definite impact on teacher job
satisfaction. The results of this study were highly correlated indicating strong reliability
across all domains researched.
Research Question 1: How do elementary teachers perceive the leadership behavior of
principals in the domains of human relations, trust/decision making, instructional
leadership, control, and conflict?
This question examined teacher perception through five scales. Teacher responses
in each scale will be discussed. The survey results reveal that the results indicate very
high correlations between all domains by teachers. The human relations scaled indicated
that over 70% of elementary public school teachers feel positive about their principal’s
leadership behavior in the area of human relations. The strongest indicator in this domain
was found in the item “my principal calls me by name.” Survey data revealed that 95% of
teachers agreed with this item. Research has shown that teachers desire personal
recognition for the hard work they put in on a daily basis (TNTP, 2012). As indicated in
the research literature of this study, teachers indicate a higher level of job satisfaction
when they are recognized for their work as well as feel as if they are a part of the
improvement or decision process. The complex process of school improvement will be
successful only if it involves everyone throughout the organization (Fullan, 2001;
Lieberman & Miller, 2001).
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A deeper look into the survey data reveals that although teachers feel positive
about their principal in the area of human relations, a little over half do not feel strongly
or moderately that their principal involves them in decisions and an additional 29.5%
slightly agree to this same statement. The results demonstrate that leadership is
ultimately about creating a way for people to contribute to making something
extraordinary happen (Allen, 2007).
The trust/decision making scale revealed that a vast majority of teachers feel
positive about their principal’s leadership behavior. The items that indicated the most
correlation were the reverse-scored items: my principal displays a lack of trust, my
principal corrects me in front of others instead of privately, my principal gossips about
other teachers or administrators, my principal nit picks on evaluations, my principal
implements the latest fads without thorough knowledge, and my principal makes knee
jerk reactions to an incident. All of these items had over 75% of teachers to either
disagree very much or moderately. These results are consistent with the literature. “Trust
is equally if not greater than the importance of principal leadership. In the absence of
trust, it does not matter what the principal’s leadership skills or professional competence
may be, trust must be established first” (MacNeil & Blake, 1998).
The instructional leadership scale indicated that over 75% of teachers feel
positively about their principal in this area. All domains, positively worded and
negatively worded, indicated this high percentage of correlation. As indicated in the
literature, the effects of instructional leadership of school principals on teachers’
organizational trust perceptions can be regarded as one of the most crucial factors which
play a critical role in the positive development of teachers’ organizational trust at school.
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Thus, school principals have the necessary power to influence the teacher trust in their
school by demonstrating instructional leadership behaviors (Yavuz & Bas, 2010).
The results of the control scale revealed that across all items, over 75% of
teachers feel positively about leadership behaviors in this area. Control in this survey
means to have direct influence over. As indicated in the literature, “school leaders must
set direction, develop people, and develop the school organizations as they articulate the
vision of the school to its constituencies. School leaders foster processes and actions that
enhance school performance and build on the existing cultural capital to create powerful
forms of teaching and learning” (Scribner, 2011, p. 392).
The results of the conflict scale, one of the shortest scales, indicated that around
70% of teachers feel positively about leadership behaviors in this domain. Conflict in this
survey means a state of opposition between ideas, interests, etc. Research shows teachers
who want to remain in their schools believe that school leadership is working to improve
all conditions (Hirsh & Emerick, 2006).
The results of the means and standard deviations for the five scales of human
relations, trust/decision making, instructional leadership, control, and conflict revealed
that teachers felt the strongest or most positive about instructional leadership and the
weakest or least positive about conflict when it came to their principals’ leadership
behaviors. As indicated in the literature, “principals are an integral part of school
effectiveness through their actions as instructional leaders” (Mangin, 2007). Effective
principals work to develop a lifelong learning community (Scribner, 2011). As stated by
Barth (2001), “Show me a good school and I will show you a good principal” (p. 119).
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Research Question 2: To what extent do elementary teachers express satisfaction with
their jobs in the domains of supervision, contingent rewards, operating procedures,
coworkers, nature of work, and communication?
This question examined teacher job satisfaction through six scales. Teacher
responses in each scale will be discussed. The results of the supervision scale indicated
that teachers were content with their principal’s methods of administration. About 70% of
teachers responded positively to this scale. These results coincide with the literature.
Teachers identified administrative support and leadership as major factors associated with
job satisfaction (Zigrang, 2000).
The results of the contingent rewards scale indicated a lower response rate as compared
to the other scales. About 50% of teachers indicated that they feel they receive
recognition for doing a good job, about 60% of teachers feel that the work they do is
appreciated, and about 40% of teachers do not feel their efforts are rewarded the way they
should be. These results correlate with the literature. As one high level teacher stated
when asked about leaving her former school in the TNTP research study, “If he would
have said, what is it going to take for me to get you to stay. That’s all he had to do” (p.2).
The results of the operating conditions scale indicated a minimal level of
satisfaction. About 20% of teachers feel their efforts to do a good job are seldom blocked
by red tape, have too much to do at work, and have too much paperwork. As discussed in
the literature, when teachers perceive a lack of support for their work, they are not
motivated to do their best in the classroom, and that when teaches are not satisfied with
their working conditions, they are more likely to change schools (Rice et al., 1991).
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The results of the coworkers scale indicated that teachers are highly satisfied with
the individuals they work with. Over 75% of teachers like the people they work with as
well as enjoy them. Additionally, less than 40% do not feel they have to work harder at
their job because of the incompetence of others or that there is too much bickering and
fighting at work. As indicated in the literature, research shows that safe environments,
strong administrative leadership, and collegial cooperation can promote teacher job
satisfaction (Darling-Hammond, 2005; McGrath & Princiotta, 2005).
The results of the nature of work scale indicated that teachers are highly satisfied
with this domain. In every statement in this scale, over 70% of teachers indicated
satisfaction. As indicated in the research, most teachers tend to be happy with their choice
to be a teacher. “ Although teachers are paid less than those in many comparable
professions and sometimes have to work in environments that are less than ideal, the
large majority of them are happy about being teachers. When asked whether they were
satisfied with being a teacher, 90% of public school teachers gave a positive answer
(American Federation of Teaching, 2005).
The results of the communication scale indicated high levels of satisfaction. Over
70% of teachers feel that the goals of the organization are clear to them and around 60%
feel that they know what is going on with the organization and that work assignments are
fully explained to them. As indicated in the research effective leadership is a complex
process with multiple dimensions which include well planned processes, influence on
others, and common goals (Northouse, 2012).
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The comparison of all means and standard deviations revealed that the mean for
supervision was the highest of all six scales. The mean for supervision was 4.23. The
lowest mean was found in operating conditions.
Research Question 3: What is the relationship between elementary teachers’ perceptions
of their leaders’ leadership behaviors in the domains of human relations, trust/decision
making, instructional leadership, control, and conflict and their overall job satisfaction?
The results of the surveys indicate a high correlation between teachers’
perceptions of all 5 leadership behaviors and overall job satisfaction. The scale for human
relations was found to have the highest correlation along with control and instructional
leadership. Although the multiple regression scale for human relations regressed on total
satisfaction, it is postulated that this was because this scale has the most items in it. The
control scale also regressed significantly. It is postulated that this was because it was the
most negative of all the scales. As indicated in the literature, principal leadership and
support of all teachers influences commitment to the teaching profession. Dissatisfied
teachers identified lackluster support from school administrators and lack of teacher
participation in problem solving and decision making as major factors influencing their
departure from the profession (Ingersoll, 2001).
Research Question 4: Are there differences in the extent of relationship between
teachers’ perceptions of their leaders’ leadership behaviors in the five domains, and their
overall job satisfaction by variables such as level of education, amount of time at current
school, and years of teaching experience?
The results of research indicated that there was no significant difference in the
outcomes of the surveys across the variables. Accordingly, none of the variables of
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education, time at current school, or years of experience has bearing on teachers’
perceptions of their leaders’ leadership behaviors and job satisfaction. The results
correlate with the literature. According to the results of the Metlife Survey Conducted in
2011, the dip in teacher job satisfaction came from new as well as seasoned teachers.
According to researchers, “It’s not necessarily the burned-out veteran, or those working
with the most challenging student populations that are dissatisfied. In reality, when
comparing teachers with higher and lower job satisfaction, the survey shows no real
difference in their years of experience, the grades they taught or the proportions of their
students from low-income households” (Education Writers Association, 2012). Lee et al.
(1989) found that satisfaction is largely unrelated to demographic or experience
differences in teachers, but is strongly predicted by a teachers’ subjective interpretation
of their working environment in the form of control over policy and classroom decisions.
Chambers (2010) found similar relationships between teacher satisfaction and their
subjective experiences in the school organization.
Practical Implications of the Findings
These research findings lead to practical implications for educational practice in
educational institutions in general and in elementary public schools in particular. More
specifically, the findings can provide further insight for what leaders of schools can do in
order to increase the job satisfaction of teachers.
In this research, teachers’ perceptions of leadership behavior and the relationship
these perceptions have to job satisfaction were measured. Elementary public school
teachers were asked to complete a Leadership Behavior Instrument and Job satisfaction
Survey. These instruments were used to determine the following:
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perceptions of leadership behavior of principals by teachers’ in the domains
human relations, trust/decision making, instructional leadership, control, and
conflict.
extent elementary teachers express satisfaction with their jobs in the domains of
supervision, contingent rewards, operating conditions, coworkers, nature of work,
and communication.
relationship between elementary teachers’ perceptions of their leaders’ leadership
behavior in all five domains and their overall job satisfaction.
differences in the extent of the relationship between teachers’ perceptions of their
leaders’ leadership behaviors in the five domains and their overall job satisfaction
by variables such as level of education, amount of time at current school, and
years of teaching experience.
The results showed strong correlations in all areas indicating teachers answered
questions in a consistent manner. Overall teachers feel positively about their leaders’
leadership behavior especially in the areas of human relations, instructional leadership
and supervision regardless of level of education, amount of time at their current school,
or their total experience as a teacher. These results produced several practical
implications for educational institutions. These implications can apply to all school and
district leaders, human resources decision makers, the school’s structure and
preparedness for change, and the school community as a whole.
The strong relationship between teachers’ perception of their leaders’ leadership
behavior and their overall job satisfaction demonstrated the importance of a working
environment where all teachers feel valued. The findings of this study imply that
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teachers desire to work in an environment with a leader that enhances their desire to want
to succeed. A principal that has human relation skills, is trustworthy, knows instruction,
has control, and calms conflict is a leader that teachers are satisfied with. The findings
suggest this type of leader enhances the job satisfaction of teachers regardless of how
long they have been teaching or their level of education.
Behavioral Characteristics
The following includes characteristics of the five domains that leaders should
exhibit to increase teacher job satisfaction.
Human relation behaviors include demonstrating a caring attitude, providing
positive reinforcement, interacting with faculty and staff, not being distant, calling
teachers by name, complimenting teachers, listening, using eye contact, practicing
good communication skills, being supportive, remembering what it is like to be a
teacher, and involving teachers in decisions.
Trust/Decision Making behaviors include displaying trust (being open), not using
coercion, not correcting teachers in front of others, not gossiping, not nit picking,
not making snap judgments, listening to both sides of the story before making a
decision, not implementing the latest fads without thorough knowledge, not
basing evaluations on short observations, evaluating situations carefully before
taking action, and not making knee jerk reactions to an incident.
Instructional Leadership behaviors include providing feedback to teachers about
their teaching, being vision driven, being knowledgeable about the curriculum and
instructional strategies, no devaluing problems or concerns, not interrupting
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teaching, being consistent, holding people accountable, always follow up, and
enforcing rules.
Control behaviors include delegating responsibility, not assigning too much
paperwork, not assigning duty during planning periods, not expecting paperwork
to be done quickly without notice, not overemphasizing control, not using I and
my, not being rigid and inflexible.
Conflict behaviors include being able to keep a confidence, now showing
favoritism, not having double standards, not being partial to influential parents,
supporting teacher as a person in all situations, not being afraid to question
superiors, not passing the buck but dealing with situations.
The findings of this study suggest the leadership behaviors that should be
exhibited by principals to increase the job satisfaction of teachers. The implications for
principals include: creating an environment that exudes the behaviors for human
relations, trust/decision making, instructional leadership, control, and conflict. As
revealed in this study, these behaviors will increase overall job satisfaction of teachers
which will lead to increased teacher retention. This research occurred prior to the Teacher
Effectiveness Initiative (www.memphiseducationchampions.org). Because of the recent
changes, some results of this research may be skewed.
Recommendations for Future Research
The findings of this study contribute to describing the relationship between
elementary teachers’ perception of leadership behaviors and its relationship to job
satisfaction. Principal leadership is a factor in teachers’ job satisfaction in schools. Hirsh
and Emerick (2007) found that principals who provide sufficient planning time and
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empower teachers in a trusting environment where they feel supported were major keys
to retaining teachers. North Carolina’s Teacher Working Conditions Initiative (2008)
revealed four factors important to job satisfaction: Overall perception of the school being
a good place to work and learn, the effectiveness of the school improvement team, the
presence of an atmosphere of trust and mutual respect, and the ability of leadership to
shield teachers from disruptions.
The following suggestions are possible research opportunities that may be of
benefit to educational institutions:
Increasing this study to include all teachers (elementary, secondary, public,
private) will better define the strength of the relationship between perceptions of
leadership behaviors and job satisfaction. Including gender in the demographic
information can help to define the relationships of males and females to the leadership
and job satisfaction domains. Additionally, this study can be completed with principals
about perceptions of their leadership’s behavior which should include district
administrators. Because the job satisfaction instrument used was more of a private sector
survey and not just educational, a more specified job satisfaction instrument could also be
used.
The trends that emerged from this study indicated a relationship between teacher
retention and job satisfaction. Expanding this study by identifying a larger sample of
teachers and including a teacher retention component could help to better define how to
increase overall job satisfaction and teacher retention. This study could also be expanded
to include more the relationships of each scale and teacher demographic data. This
information will help to identify the exact areas of improvement.
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Because principals have a great impact on school climate, future research could
also include adding a climate component to this research. Research has shown that a
positive school climate is characterized by staff and student cohesiveness, high morale,
and an environment where caring, mutual respect, and trust are evident (Perumal, 2011).
Thus, a study on leadership behavior, school climate, and job satisfaction could prove to
be beneficial to the educational arena.
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A Survey of Supervisory Behaviors
Part I--Demographics
Directions: Respond to each item by filling in the blank on the computer scan sheet that most
accurately describes you (Please choose only one response per item).
1.

2.

3.

4.

5.

What is your highest degree?
A.

Bachelor's Degree

D.

Doctorate Degree

B.

Master's Degree

E.

Other

C.

Specialist's Degree

How long have you been at your school?
A.

Less than one year

D.

6-10 years

B.

One year but less than two years

E.

11+ years

C.

2-5 years

How many years have you been teaching?
A.

This is my first year

D.

11-20 years

B.

2-5 years

E.

21+ years

C.

6-10 years

What is your ethnicity?
A.

Black

D.

American Indian

B.

White

E.

other

C.

Hispanic

What type of class do you teach?
A. Regular Education
B. Special Education
C. Both
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SUPERVISORY BEHAVIOR SURVEY
Part II

Disagree slightly

Agree moderately

Agree vry much

1

2

3 4

5

1

2

3 4

5

1

2

3

1

2

3 4

1

2

3

1

2

3 4

My principal delegates responsibilities.

1

2

3

8

My principal compliments me.

1

2

3 4

9

My principal uses coercion to motivate me.

1

2

3

10

My principal does not listen.

1

2

3 4

11

My principal uses eye contact.

1

2

3

12

My principal provides feedback regarding my teaching.

1

2

3 4

13

My principal corrects me in front of others instead of privately.

1

2

3

14

My principal practices good communication skills.

1

2

3 4

15

My principal is able to keep a confidence.

1

2

3

16

My principal gossips about other teachers or administrators.

1

2

3 4

17

My principal shows favoritism to some teachers.

1

2

3

18

My principal has double standards.

1

2

3 4

1

My principal displays a lack of trust.

2

My principal demonstrates a caring attitude.

3

My principal provides positive reinforcement

4

My principal interacts with faculty and staff.

5

My principal remains distant.

6

My principal calls me by name.

7
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Agree sightly

Disagre very much

PLEASE CIRCLE THE ONE NUMBER FOR EACH
QUESTION THAT COMES CLOSEST TO REFLECTING
YOUR OPINION ABOUT IT

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

Agree slightly

1

2

3 4

20

My principal demonstrates a lack of vision.

1

2

3

21

My principal is knowledgeable about the curriculum.

1

2

3 4

22

My principal is knowledgeable about instructional strategies.

1

2

3

23

My principal is partial to influential parents.

1

2

3 4

5

24

My principal supports me as a person even if I am wrong.

1

2

3 4

5

25

My principal is afraid to question his/her superiors.

1

2

3

26

My principal shrugs off or devalues a problem or concern.

1

2

3 4

27

My principal “passes the buck” rather than dealing with a situation.

1

2

3

4 5

28

My principal remembers what it is like to be a teacher.

1

2

3

4 5

29

My principal frequently interrupts my teaching.

1

2

3 4

30

My principal assigns too much paperwork.

1

2

3

31

My principal tells teachers to make due with what they have.

1

2

3 4

5

32

My principal assigns duty during planning periods.

1

2

3 4

5

33

My principal “nit picks” on evaluations.

1

2

3

34

My principal expects paperwork to be done “yesterday” with no

1

2

3 4

Agree very much

Disagree slightly

My principal has not supported me when parents are involved.

Agree moderately

Disagree very much

19

PLEASE CIRCLE THE ONE NUMBER FOR EACH QUESTION THAT COMES
CLOSEST TO REFLECTING YOUR OPINION ABOUT IT

5

4 5
5

4 5

4 5
5

5

4 5

4 5
5

notice.
35

My principal overemphasizes control.

1

2

3

36

My principal involves me in decisions.

1

2

3 4
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4 5
5

Agree slightly

1

2

3 4

38

My principal is rigid and inflexible.

1

2

3

39

My principal applies procedures consistently.

1

2

3 4

40

My principal holds people accountable.

1

2

3

41

My principal fails to follow up.

1

2

3 4

5

42

My principal has rules, but does not always enforce them.

1

2

3 4

5

43

My principal makes “snap judgments.”

1

2

3

44

My principal listens to both sides of the story before making a

1

2

3 4

1

2

3

4 5

4 5

Agree very much

Disagree slightly

My principal uses the words “I” and “my” too frequently.

Agree moderately

Disagree very much

37

PLEASE CIRCLE THE ONE NUMBER FOR EACH QUESTION THAT COMES
CLOSEST TO REFLECTING YOUR OPINION ABOUT IT

5

4 5
5

4 5

4 5
5

decision.
45

My principal implements the latest fads without thorough
knowledge.

46

My principal bases evaluations on a short observation.

1

2

3

47

My principal evaluates situations carefully before taking

1

2

3 4

1

2

3

5

action.
48

My principal makes decisions as “knee jerk” reactions to an
incident.
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4 5

JOB SATISFACTION SURVEY
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1

2

3 4

5

2

There is really too little chance for promotion on my job.

1

2

3 4

5

3

My supervisor is quite competent in doing his/her job.

1

2

3

4

I am not satisfied with the benefits I receive.

1

2

3 4

5

When I do a good job, I receive the recognition for it that I should receive.

1

2

3

6

Many of our rules and procedures make doing a good job difficult.

1

2

3 4

7

I like the people I work with.

1

2

3

8

I sometimes feel my job is meaningless.

1

2

3 4

9

Communications seem good within this organization.

1

2

3

10

Raises are too few and far between.

1

2

3 4

11

Those who do well on the job stand a fair chance of being promoted.

1

2

3

12

My supervisor is unfair to me.

1

2

3 4

13

The benefits we receive are as good as most other organizations offer.

1

2

3

14

I do not feel that the work I do is appreciated.

1

2

3 4

15

My efforts to do a good job are seldom blocked by red tape.

1

2

3

16

I find I have to work harder at my job because of the incompetence of
people I work with.

1

2

3 4

17

I like doing the things I do at work.

1

2

3

18

The goals of this organization are not clear to me.

1

2

3 4

125

Agree very much

I feel I am being paid a fair amount for the work I do.

Agree moderately

Disagree slightly

1

Agree slightly

Disagree very much

Part III
PLEASE CIRCLE THE ONE NUMBER FOR EACH
QUESTION THAT COMES CLOSEST TO
REFLECTING YOUR OPINION ABOUT IT.

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

4 5
5

Disagree slightly

Agree moderately

Agree very much

I feel unappreciated by the organization when I think about what they pay
me.

1

2

3 4

5

20

People get ahead as fast here as they do in other places.

1

2

3

21

My supervisor shows too little interest in the feelings of subordinates.

1

2

3 4

22

The benefit package we have is equitable.

1

2

3

23

There are few rewards for those who work here.

1

2

3 4

5

24

I have too much to do at work.

1

2

3 4

5

25

I enjoy my coworkers.

1

2

3

26

I often feel that I do not know what is going on with the organization.

1

2

3 4

27

I feel a sense of pride in doing my job.

1

2

3

4 5

28

I feel satisfied with my chances for salary increases.

1

2

3

4 5

29

There are benefits we do not have which we should have.

1

2

3 4

30

I like my supervisor.

1

2

3

31

I have too much paperwork.

1

2

3 4

5

32

I don't feel my efforts are rewarded the way they should be.

1

2

3 4

5

33

I am satisfied with my chances for promotion.

1

2

3

34

There is too much bickering and fighting at work.

1

2

3 4

35

My job is enjoyable.

1

2

3

36

Work assignments are not fully explained.

1

2

3 4
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Agree slightly

Disagree very much

19

PLEASE CIRCLE THE ONE NUMBER FOR EACH
QUESTION THAT COMES CLOSEST TO REFLECTING
YOUR OPINION ABOUT IT.

4 5
5

4 5

4 5
5

5

4 5

4 5
5

4 5
5

